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ABSTRACT 
Toward an Emerging Theory of Leadership Competencies for  
Early Care and Education Systems Leaders 
by Julianne Zvalo-Martyn  
Purpose: The purpose of this Delphi study was to identify the competencies that early 
care and education systems leaders should possess as perceived by a panel of early 
childhood systems leadership experts.  This study also identified which leadership 
competencies experts perceive will have the most impact on transformation of the field 
into an organized system of practice. 
Methodology: This study used a mixed-methods Delphi approach consisting of three 
electronic surveys to identify competencies needed by early care and education systems 
leaders as perceived by a panel of national experts.  Round 1 consisted of open-ended 
questions.  Round 2 asked the panelists to rate each competency’s importance using a    
6-point Likert scale.  In Round 3 panelists were requested to choose which competencies 
were most important for systems leaders to impact the transformation of the field into an 
organized system of practice. 
Major Findings: A quantitative analysis of Round 2 found that the expert panelists 
agreed on 65 competencies as important or very important for systems leaders to acquire.  
Some of the most highly rated competencies identified were developing relationships and 
partnerships, valuing diversity, collaborative leadership skills, and commitment to equity.  
In Round 3, 14 competencies were selected as necessary for systems leaders to impact 
transformation of the field, including systems thinking, big picture perspective, 
commitment to equity, and knowledge of policy and legislation.  Through a qualitative 
 vii 
literature analysis, the themes systems thinking, and collaborative and inclusive 
leadership were found to be most aligned with the research literature.  A surprising 
finding was that the expert panelists did not rate knowledge of child development as 
important for systems leaders, which contrasted with the research literature. 
Recommendations for Future Research: Include (a) replication of this study with 
representation from additional systems leaders throughout the country; (b) perceptions of 
stakeholders throughout the ECE workforce regarding leadership competencies, 
including diverse and marginalized populations and those in a variety of leadership roles; 
(c) tasks and objectives of systems leaders and a clear definition of their roles; and (d) 
impact of the absence or presence of knowledge of child development on the decisions of 
ECE systems leaders.  
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CHAPTER I: INTRODUCTION 
A young child’s brain is in such a rapid and sensitive state of growth that the 
environment of relationships and interactions in which it develops has a profound impact 
on the course of a child’s future (National Scientific Council on the Developing Child 
[NSCDC], 2014).  Research has shown a strong connection between high-quality early 
childhood environments and positive long-term outcomes for children, particularly 
children in poverty (Campbell, Ramey, Pungello, Sparling, & Miller-Johnson, 2002).  
Because of this connection, resources that countries direct toward early care and 
education for children 0 to age 8 have far-reaching influence on the cognitive, social, and 
emotional development of children building the foundation for their success in school, 
the workplace, and society (Shonkoff, 2014). 
Though high-quality environments and teaching practices are crucial for optimal 
development of young children, and adverse early experiences can harm development, 
the early care and education field in the United States is fragmented, marginalized, and in 
need of leadership (Institute of Medicine [IOM] & National Research Council [NRC], 
2015).  There is a call for leaders who can transform policy and practice by integrating 
breakthroughs in the science of child development (Shonkoff, 2014).  Creation of 
leadership programs and structures, however, has so far been negligible (Austin, 2014).  
There are few professional pathways to leadership roles and a corresponding deficit of 
educational pathways and programs for leadership.  A lack of leadership pathways, both 
educational and professional, within the early care and education field results in a 
reliance on policymakers who typically do not have the knowledge of neuroscience and 
early childhood pedagogy required to make informed decisions (Göncü, Main, Perone, & 
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Tozer, 2014).  Such knowledge is needed if policy decisions are to be truly effective and 
focus on breakthrough, holistic outcomes; sound expansion of research-based 
implementations; relevant evaluation; and strong community engagement (Shonkoff, 
Radner, & Foote, 2017). Studies show that investments in early childhood policies and 
programs can enhance life outcomes and provide long-term financial returns if they are 
informed by science, credible research, and evidence-based, high-quality implementation 
practices (Shonkoff & Richter, 2013).  
Background 
In this section, several relevant facets of the field of early care and education are 
examined.  These are background issues that are related to the question of leadership 
competencies and professional and educational pathways to leadership roles.  The science 
of early brain development, the history of the early care and education field, and current 
policies, structures, competencies, and theoretical frameworks related to leadership are 
illuminated and analyzed in the context of leadership in early care and education. 
Recent efforts to increase access and improve quality in early care and education 
mean that the landscape at the local, state, and national levels is undergoing significant 
changes (Goffin & Daga, 2017).  New systems, funding streams, and accountability 
structures are rapidly forming and reforming, yet the field remains fragmented, dispersed, 
and in need of leadership and informed policymaking (Goffin, 2015; IOM & NRC, 
2015).  Though there has been a renewed focus on the variability in quality of early care 
and education and the state of the workforce, less attention has been paid to leadership 
development and leadership competencies (Goffin, 2013b; IOM & NRC, 2015).  There 
are no clear pathways to leadership, a lack of nationally accepted leadership standards or 
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competencies, and insufficient or nonexistent policy designed to create a stable, 
progressive early care and education leadership structure (IOM & NRC, 2015).  
In order to improve the current state of affairs, early care and education experts 
are working to unify the field and define accountability measures for a competent and 
responsible workforce (Goffin, Allvin, Flis, & Wat, 2015; Stamopoulos, 2012).  
Transformational, progressive leadership is needed at all levels (Shonkoff et al., 2017).  It 
is particularly essential that leaders at the administrative and systems levels, those that 
make decisions and create policy, have the skills, background, and competencies needed 
to effectively direct the transformation of the field (IOM & NRC, 2015; Shonkoff, 2010). 
The Science of Child Development 
Longitudinal studies.  Several seminal studies in early care and education have 
clearly explained the ways in which the exquisitely sensitive cognitive and emotional 
development of young children are highly influenced by the environments in which they 
grow (Shonkoff & Phillips, 2000).  Two notable longitudinal studies have examined the 
wide-ranging and profound impact of high-quality preschool on long-term outcomes for 
children.  They are the Abecedarian Project and the The High Scope/Perry Preschool 
Study.  These projects studied outcomes for at-risk children who were enrolled in 
carefully implemented, high-quality programs (Campbell et al., 2012; Schweinhart, 
Montie, & Xiang, 2005).   
From neurons to neighborhoods.  Another seminal work, From Neurons to 
Neighborhoods (Shonkoff & Phillips, 2000), published by the National Academy of 
Sciences, consisted of an extensive analysis of a broad body of research conducted by a 
committee of experts.  The committee succeeded in establishing a foundation for policy 
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development and future research by integrating a complex body of research to effectively 
create the science of early childhood development (Shonkoff & Phillips, 2000).  The 
conclusions of the committee included the following:   
• Young children are wired for learning and emotions from infancy. 
• The development of young children is dependent upon the relationships, environments 
and communities in which they grow and are nurtured. 
• Children’s needs are not being met in our rapidly changing society.  
Adverse Childhood Experiences study.  The original Adverse Childhood 
Experiences (ACE) study, which examined the personal histories of over 19,000 adults, 
found a strong connection between early childhood experiences and later health and 
behavior outcomes (Felitti et al., 1998).  ACEs includes specific indicators such as adult 
substance abuse, mental illness, child abuse, and neglect (Freeman, 2014).  Continued 
research on ACE has dramatically illustrated the vulnerability of early development and 
the short- and long-term negative outcomes of damaging environments. 
Research influences on policy.  Research has identified the profound impact of 
the education level, knowledge, and experience of early childhood educators on the 
learning outcomes of young children (Bredecamp, 2014).  Studies on the factors that 
affect a child’s development have influenced policy because investment in high-quality 
early care and education results in positive outcomes for society (Campbell et al., 2002; 
Schweinhart & Weikart, 1990; Shonkoff & Richter, 2013).  In recent years, economists 
such as Heckman (2011) have been influential in bringing early care and education into 
the public policy arena by leveraging the research to demonstrate how high-quality early 
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environments are ultimately an investment in human capital and the nation’s economic 
future. 
History of Early Care and Education in the United States 
The history of early care and education is relevant because there are separate but 
related spheres and influences that have evolved over time (Whitebook, McLean, & 
Austin, 2016).  The terms day nursery, day care, and childcare are iterations that 
developed from a deficit model intended to make up for the disadvantages of poverty 
(Hinitz & Liebovich, 2016).  The concepts of nursery school, early childhood education, 
preschool, and kindergarten, on the other hand, evolved from an enrichment model 
(Hinitz & Liebovich, 2016; Lascarides & Hinitz, 2000).  This model emerged from the 
theory that young children are in a crucial stage of development and benefit from a 
formal education experience tailored to their needs (Lascarides & Hinitz, 2000).   
Perhaps because of early care and education’s historical context, there has been 
considerable debate about whether professionals are providing purely custodial care for 
young children or are educating them.  There has also been ongoing societal controversy 
and ambivalence over whether children should be cared for outside of their homes and 
whether women should work (Michel, 1999).  These debates may provide an historical 
rationale for inconsistent policies in the field and therefore are meaningful to research on 
leadership (Herbes-Sommers, 2015; Kagan, 1999).   
History of Early Care and Education Policy 
According to research, public and government support for early care and 
education has been influenced and informed by evolving views regarding the roles of 
mothers, the interests of children, and the support or lack of support for women in the 
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workforce (Michel, 1999).  Though American women have always worked, American 
society has been reluctant to create organized, publicly supported childcare in part 
because of a pervasive ambivalence about women’s roles in the home and the workforce 
(Lascarides & Hinitz, 2000; Michel, 2011).  The concept or ideal that mothers need to be 
home with their children and have a primary responsibility in their development has 
prevailed since at least the 18th century (Lascarides & Hinitz, 2000).  This ideal, further 
strengthened by the image of suffering mothers engaged in long hours of factory work, 
motivated social progressives to promote the idea of mother’s pensions (Michel, 1999; 
Obregon & Sanders, 2016).  
Since the early 19th century, pensions to encourage mothers to stay at home with 
their children have been the prevailing federal policy (Michel, 2011; Obregon & Sanders, 
2016).  The pensions, though, were not available for all mothers and did not eliminate the 
need for many mothers to seek employment.  Though it was well intended, feminist 
scholars and economists contend that welfare for mothers took the United States in a 
direction away from full economic gender equality and has actually contributed to 
keeping wages for women low (Michel, 1999).  While there have been numerous 
historical efforts by major national organizations to develop a universal childcare policy 
in the United States, advocates of mothers’ pensions who were opposed to women 
working have prevailed (Michel, 1999).  Historically, public funding for childcare was 
approved only temporarily and in times of national crisis such as the Depression and 
World War II (Obregon & Sanders, 2016). 
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Recent Policy Research Developments 
Throughout the 20th century and into the 21st, childcare policy has been debated, 
and the effects of low-quality or nonexistent childcare have been measured.  This section 
provides some examples of how policies, or at least policy influences, have progressed 
and how the construction of educational and professional leadership pathways is 
currently being addressed. 
Quality rating improvement systems.  Quality rating improvement systems 
(QRIS) are systemic state-level efforts that are intended to “assess, improve, and 
communicate the level of quality in early and school-age care and education programs” 
(National Center on Early Childhood Quality Assurance [NCECQA], 2017, p. 10).  These 
systems have had some influence in the development of leadership pathways because of 
their distinct components used for assessing quality (Neugebauer, 2009).  For example, 
one of the five QRIS rating criteria categories involves qualifications for teachers and 
directors, and to obtain a four or five-star rating, a director may need a master’s degree 
(Kirby & Malone, 2015).  
Early Childhood Workforce Index.  The Early Childhood Workforce Index is a 
comprehensive initiative to study early childhood employment.  The goal of this initiative 
is “to challenge entrenched ideas and policies that maintain an inequitable and inadequate 
status quo for early educators and for the children and families who depend on them” 
(Whitebook et al., 2016, p. iv).  The report has identified and made recommendations on 
five crucial early care and education policy areas: teacher qualifications, QRIS and work 
environments, compensation strategies, financial resources, and availability of workforce 
data (Whitebook et al., 2016).  The report makes very clear policy recommendations that 
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in turn inform leadership competencies and knowledge.  For example, policy and systems 
leaders need to develop strategies to obtain funding for adequate compensation of 
teachers, or they need to know how to effectively advocate to ensure that lawmakers are 
forced to consider compensation levels equitable to K-12 (Whitebook et al., 2016).   
Institute of Medicine report.  Collaborative efforts by dozens of leading early 
childhood organizations and government agencies have been catalyzed by the results of a 
recent groundbreaking study sponsored by the National Institute of Medicine (IOM & 
NRC, 2015).  The study was commissioned in order to learn how the science of child 
development influences or should influence the early care and education field.  One of 
the numerous outcomes of the IOM report is a set of recommendations and shared 
competencies designed to build, through significant systems changes, a workforce that 
has the science of child development at its core (IOM & NRC, 2015).  This report 
provides evidence for policy changes that support the development of a high-quality care 
and education system and supplies a blueprint for transformational change. 
Leadership in Early Care and Education 
The IOM report emphasizes the need for leadership development, including 
leadership pathways and competencies in the field of early care and education, in order to 
create and maintain needed systems changes (IOM & NRC, 2015).  Current challenges to 
leadership development include a lack of professional standards or competencies, an 
internal power structure that discourages the development of young leaders, and no 
credible pathways to leadership through higher education (Austin, 2014; Ho, 2012; 
Whitebook, Kipnis, Sakai, & Austin, 2012).  To ensure the positive outcomes to society 
that high-quality early care and education promises, the development of a unified, 
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research-based field of practice led by informed policymakers and other leaders is now 
considered essential (Goffin et al., 2015; IOM & NRC, 2015; Shonkoff & Levitt, 2010). 
The IOM report, the Early Childhood Workforce Index, and other studies have 
identified areas of policy in need of leadership.  These include: creating consistent 
workforce qualifications, establishing career and leadership pathways, identifying stable 
funding sources, integrating disparate systems, addressing the crucial need for adequate 
compensation, building a backbone infrastructure organization, and addressing racial and 
cultural inequities (IOM & NRC, 2015; Kagan & Bowman, 1997; Whitebook et al., 
2016).  In addition, in order for early care and education programs to be of high quality, 
early education leaders need to have a specific set of skills or competencies that may 
differ from other educational settings (Brown, Squires, Connors-Tadros, & Horowitz, 
2014; Goffin, 2013b; Kivunja, 2015).  Competencies for two relatively broad leadership 
categories, site-based leadership and systems leadership, are delineated as follows.  
Site-based leadership.  Site-based leader is a term that refers to site-specific lead 
teachers, center directors, program managers, and principals in early care and education 
settings (Kivunja, 2015; Whitebook, Kipnis, et al., 2012).  Site-based leaders manage the 
day-to-day operations of sites from small, one-classroom programs to organizations with 
several sites (Archibald, Muhammad, & Estreet, 2016).  Research on leadership in early 
care and education is focused almost exclusively on this category of leader (Whitebook, 
Kipnis, et al., 2012).  Understanding child development, developmentally appropriate 
practice and curricula, neuroscience research, and appropriate assessment strategies are 
crucial skills for early care and education instructional leaders but are not enough.   
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Site-based leaders also need knowledge of effective school transition practices, 
responsive and democratic leadership techniques, family involvement strategies, and 
community collaboration methods in order to provide high-quality environments and 
support (Heikka, Waniganayake, & Hujala, 2013; IOM & NRC, 2015; Shonkoff, 2010).  
The ability to navigate overlapping and complex systems, including the various licensing, 
funding, and quality improvement initiatives is also essential (Kivunja, 2015).  Possibly 
even more critical is the ability to advocate for the needs of young children, their 
families, and the professionals who work with them (Gonzalez-Mena, 2012; Vermilya, 
2009). 
Systems leadership.  While there is little research on leadership roles and 
competencies in early care in education beyond site-based leaders (Whitebook, Kipnis, et 
al., 2012), there have been discussions on the need to define, professionalize, and 
integrate the many fragments of the field into an organized and sustainable system or 
systems (Feeney, 2012; Goffin, 2007; IOM & NRC, 2015; Kagan & Cohen, 1997).  
There is also an emerging trend to examine leadership roles and define competencies for 
leaders (Goffin, 2013a; Kagan & Cohen, 1997; Whitebook, Kipnis, et al., 2012).  
One preliminary study, Beyond Homes and Centers, examined professional roles 
in early care and education beyond instructional leaders and looked at the roles of staff 
working in what they termed infrastructure organizations (Whitebook, Kipnis, et al., 
2012).  Infrastructure organizations were described as mostly publicly funded, often 
concerned with improving quality and child outcomes, and “involved in shaping policy” 
(Whitebook, Kipnis, et al., 2012, p. 2).  The leaders in these organizations engage in the 
broader context of the early care and education field and its complex and overlapping 
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systems and public policies (Whitebook, Kipnis, et al., 2012).  An example of an 
infrastructure organization from the Beyond Homes and Centers study is the more than 
600 childcare resource and referral agencies throughout the country (California Child 
Care Resource & Referral Network [CCCR&R], n.d.).  Infrastructure organizations such 
as childcare resource and referral are one example of an early care and education system 
in this study. 
The IOM report used the term systems to refer to the complex “interrelated 
elements—such as institutions, organizations, stakeholder groups, and policies—that 
contribute to services for young children and affect the adults who work with them” 
(IOM & NRC, 2015, p. 28).  The IOM report further recommended that “backbone 
infrastructure” (IOM & NRC, 2015, p. 506) be created through a framework of 
“collaborative systems change” (IOM & NRC, 2015, p. 502).  Kagan and Bowman 
(1997) argued that lack of systems thinking is an impediment to leadership development 
and recommended that leadership structures and pathways be formalized and integrated 
into the development of an early care and education system.  Goffin (2007) pointed out 
that specific knowledge and skills will be needed to develop a coherent early care and 
education system.  Also, there are emerging initiatives interested in supporting the 
development of state or national early care and education systems (BUILD, 2014).   
For this study, systems leaders are defined as those that may lead educational, 
administrative, social service, policy, advocacy, and/or government organizations focused 
on early care and education or related fields (Goffin, 2007; IOM & NRC, 2015).  They 
may make policy, budget, or funding decisions that influence young children through 
early care and education programs (IOM & NRC, 2015; Whitebook, Kipnis, et al., 2012).  
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Systems leaders need in-depth knowledge of the broader context of the field for policy 
decisions to align with what is known from research on best pedagogical practices, toxic 
stress, brain research, and the state of the workforce (Austin, 2014; Wise & Wright, 
2012).  Since systems leaders are expected to create policy in the areas identified by 
researchers, additional competencies may include: the ability to collaborate with major 
stakeholders in the field, management of transformational change and systems 
integration, political skill, and the ability to create a shared vision (IOM & NRC, 2015).  
As the field is 98% female and almost half of early childhood educators are women of 
color, systems leaders must also create equitable career advancement strategies and 
understand that traditional leadership models may not be fitting (Austin, 2014; Kagan & 
Hallmark, 2001; Luff & Webster, 2014).   
Leadership Pathways and Structures 
There are many administrative and leadership positions in California for which 
early care and education professionals are not qualified based on the current credentialing 
structure.  This is in part because early childhood educators are authorized through a 
permit system (Commision on Teacher Credentialing [CTC], 2013) which does not 
qualify them for the administrative services credential needed for leadership positions in 
public education agencies (Austin, 2014; Whitebook, Kipnis, et al., 2012).  Current 
quality improvement efforts focus primarily on professional development of teachers 
(Whitebook, Howes, & Phillips, 2014).  But efforts to transform the field will need to 
include the crucial issues of compensation, supportive environments, systems 
collaborations, deficits in equity and diversity, and the development of professional 
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pathways for educators (McCarthy, Whitebook, Ritchie, & Frede, 2010; Shonkoff & 
Levitt, 2010; Whitebook et al., 2014). 
While there have been calls for leadership pathways in the early care and 
education field, there are few leadership training models or standards (Austin et al., 2015; 
Clark, 2012; Goffin et al., 2015; Göncü et al., 2014).  The leadership content in degree 
programs is relatively minimal (Whitebook, Austin, et al., 2012).  Even early care and 
education faculty at institutions of higher education may have inconsistent qualifications, 
expertise, and experience (Austin et al., 2015).  Many, in fact, have no early childhood or 
leadership experience at all (Austin et al., 2015; IOM & NRC, 2015; Whitebook, Austin, 
et al., 2012). 
Current Leadership Standards and Competencies 
Leadership standards and qualifications for site-based leaders vary widely across 
the states.  Only five states require even one administrative course, and only one state 
requires a bachelor’s degree for directors or administrators (IOM & NRC, 2015).  While 
there are currently no nationally accepted standards for leadership in early care and 
education, there are some related competencies for the profession developed by state and 
national organizations and one recently developed leadership framework. 
California Early Childhood Educator Competencies.  For example, the state of 
California created its Early Childhood Educator Competencies, which consists of 12 
competency areas.  One of the competency areas specifically addresses leadership, and 
aspects of the remaining competency areas have overlapping options for leaders within 
the document’s administrative and advocacy competency contexts (California 
Department of Education [CDE] & First 5 California [First5CA], 2011).  It is important 
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to note that these competencies are not required by early childhood organizations but are 
instead utilized voluntarily (CDE & First5CA, 2011).  At this writing, the California 
Commission on Teacher Credentialing is using the Early Childhood Educator 
Competencies as a supporting document in the creation of new early childhood teacher 
performance expectations (Commission on Teacher Credentialing, 2018). 
National Association for the Education of Young Children (NAEYC).  
Another source of competencies comes from the NAEYC’s Advanced Standards for 
Early Childhood Professional Preparation, which are intended to “express a national 
vision of excellence” (NAEYC, 2009b, p. 89).  While these competencies do not address 
leadership directly, they are notable because they form an accepted foundation for 
advanced teacher preparation programs.  They are not, however, typically required or 
assessed in educators or administrators of early care and education programs, nor are they 
required by most states (IOM & NRC, 2015). 
McCormick Center for Early Childhood Leadership.  In addition, the 
McCormick Center for Early Childhood Leadership (2017) in Illinois offers training and 
certifications for program directors designed to build competence in specific management 
and administrative skills.  This organization has recently published the Whole Leadership 
model, designed to address the needs of site-based leaders, which organizes leadership 
skills into three categories: leadership essentials, administrative leadership, and 
pedagogical leadership (Abel, Talan, & Masterson, 2017).  
Early Childhood Leadership Development Consortium.  The McCormick 
Center was also involved in the recent development of a conceptual leadership 
framework sponsored by the Foundation for Child Development (Early Childhood 
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Leadership Development Consortium [ECLD Consortium], 2017).  A “network of early 
care and education experts and advocates” (ECLD Consortium, 2017, p. 1) met over 
approximately one year.  They developed an initial framework for early education 
leadership competencies, which was informed by both the IOM report and a conceptual 
framework, Leadership by Design, developed by Deloitte Consulting LLP (ECLD 
Consortium, 2017).  
Policy Development Trends 
Current national policy development trends are focused on quality improvement 
of early learning programs (Whitebook et al., 2014).  In 2011, the U.S. Department of 
Education and Department of Health and Human Resources launched a national early 
childhood quality improvement initiative called The Race to the Top Early Learning 
Challenge, which is now organized into a statewide QRIS.  This initiative provides funds 
for states to improve outcomes for infants, toddlers, and preschoolers.  States use the 
funds to set up their own QRIS, increase access to high-quality early learning programs 
for low-income children, and promote appropriate assessments (CDE, 2016).  The state 
QRISs are beginning to be influential in raising qualifications for the field. 
Another current trend is that half of elementary principals now work with early 
care and education programs (Brown et al., 2014).  The research regarding leadership in 
preschool compared to elementary settings illuminates a distinct schism in expectations 
for leaders in each of those settings.  For example, though elementary principals are 
trained in instructional leadership skills needed for K-6, they lack understanding of early 
childhood developmental research (which encompasses children in age spans of birth to 8 
years) and best practices (Brown et al., 2014).  Yet these principals may be in charge of 
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monitoring, assessing, and improving learning in preschool through the elementary years 
(Brown et al., 2014).  At the same time, preschool directors understand developmentally 
appropriate practice but lack training in administrative and management strategies (IOM 
& NRC, 2015; Talan, Bloom, & Kelton, 2014).  Principals themselves report that they do 
not feel prepared for the specific pedagogical knowledge and leadership demands that 
early care and education programing requires and are largely self-taught (Gaines, 2015; 
Göncü et al., 2014; Wise & Wright, 2012). 
Summary 
For early care and education programs to be meaningful, of high quality, and 
aligned with what is known about early brain development, leaders need in-depth 
knowledge of best practices and the latest research and the skill to implement that 
knowledge (Ryan, Whitebook, Kipnis, & Sakai, 2011).  Historically, the structure of 
leadership in early care and development institutions has been fragmented by inconsistent 
or nonexistent public policies along with perceptions that early care services are not 
societally significant (Michel, 1999).  Research shows us that quite the contrary, early 
brain development can and should be nurtured in early care and education programs, 
which in turn has positive impacts on society (Shonkoff, 2010).  Because there are no 
consistently required competencies for the early childcare workforce, let alone leaders, 
the system of early care and education has remained fragmented and unable to meet the 
needs of children, families, and the workforce itself (IOM & NRC, 2015). 
Theoretical Framework—Transforming the Field 
The significance of research in identifying competencies for leadership lies in its 
potential to advance the early care and education field (Feeney, 2012; Goffin et al., 
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2015).  In order to attain the breakthrough, transformational results that are possible from 
research-based early care and education, leaders with the skills and abilities to convert a 
large number of dispersed programs into an organized field of practice are needed 
(Center on the Developing Child [CDC], 2016; Goffin, 2013b; Shonkoff & Levitt, 2010).  
To create informed and skillful leadership, standardized and enduring educational 
opportunities are required.  
Blueprint for Action 
A unifying foundation for systems change has been proposed in the Blueprint for 
Action section of the IOM report.  This blueprint is currently being utilized as a planning 
and implementation tool in states around the country, including California.  The blueprint 
consists of a set of conceptual frameworks to guide action and further research.  These 
conceptual frameworks for leadership competencies are used to guide and organize this 
study.  Frameworks relevant to this study are Knowledge and Competencies for 
Leadership in Settings with Children Birth Through Age 8, Principles for Professional 
Learning Systems, and especially Features of Collaborative Systems Change for the Birth 
Through Age 8 Workforce (IOM & NRC, 2015, p. 504).  
The criteria for site-based leadership competencies in settings for ages 0 through 8 
are outlined as follows: “practices to help children learn, assessment of children, fostering 
a professional workplace, assessment of educators, developing and fostering partnerships, 
and organizational development and management” (IOM & NRC, 2015, pp. 500-501).  
Systems leaders in the field need foundational child development knowledge and the skill 
to develop a professional workforce. They also must manage and lead transformational 
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systems change (IOM & NRC, 2015).  The Blueprint for Action emphasizes the need for 
leaders with specific competencies that include the following:  
• Core knowledge of early childhood development and education 
• Instructional leadership 
• Administrative and management competence  
• Ability to build interprofessional collaborations and linkages to educational systems 
and other agencies 
• Ability to translate the science of child development to administrators and 
policymakers (Goffin et al., 2015; IOM & NRC, 2015). 
Early Childhood Leadership Framework 
Additional foundational support for this study includes the recent leadership 
framework created by the ECLD Consortium.  The consortium’s work was in part based 
on the leadership competencies outlined by the IOM report.  The framework includes 
categories of leadership competencies, based on the four Deloitte types: people 
leadership, relationship leadership, business leadership, and entrepreneurial leadership 
(ECLD Consortium, 2017).  Following are brief descriptions of the identified 
competencies in this framework: 
• Inspirational leadership—Inspires others by demonstrating statesmanship and 
versatility, building a brand, and establishing impact 
• Execution—achieves results by holding senior leaders accountable, leveraging 
team strengths, and expanding performance 
• Influence—persuades and influences stakeholders by using political influence, 
leveraging relationships, and influencing colleagues 
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• Interprofessional collaboration—creates sustainable synergies, builds strategic 
partnerships, collaborates across boundaries and builds supportive teams 
• Foundational knowledge—promotes knowledge by focusing on staff learning, 
selecting qualified team members, demonstrating strong communication and 
teamwork skills 
• Vision—inspires vision by creating a strategic direction, building alignment 
across the field, and coordinating across teams 
• Judgment—demonstrates business acumen by promoting the mission, 
determining return on investment, and maximizing resources 
• Competitive edge—drives change and innovation by creating new models, 
driving transformation, and pushing for continuous improvement 
• Building talent—supports growth of capacity by sustaining program capability, 
fast-tracking high performers, and coaching talent 
• Pedagogical/instructional leadership—promotes evidence-based practices by 
supporting appropriate curricula, using multiple data sources, and promoting a 
professional learning community (ECLD Consortium, 2017, pp. 10-11) 
This attempt at a leadership competency framework, while not specifically 
focused on systems leaders, is a recent example of a collaborative effort at constructing 
leadership competencies for the early care and education field.  While it is not, as of this 
writing, known or utilized by early care and education agencies, the consortium 
conceives it as “a unifying conceptual framework . . . to strengthen the effectiveness of 
and bring coherence to current . . . early childhood leadership development efforts” 
(ECLD Consortium, 2017, para. 2).  
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Statement of the Research Problem 
The problem is that collaboration from experts in the early care and education 
field is needed in order to advance the profession and create a coherent, cohesive system 
built on a foundation of the science of early brain development, pedagogical best 
practices, and identified leadership competencies (Goffin, 2015; IOM & NRC, 2015; 
Shonkoff, 2010; Shonkoff & Levitt, 2010; Wise & Wright, 2012).  There is a need to 
collaboratively develop substantive and required policies for leadership competencies in 
the early care and education field (ECLD Consortium, 2017).  There is also a 
corresponding need to create pathways for early care and education leaders to acquire the 
newly defined competencies through higher education and other professional 
development venues.   
Recent revisions have been made to standards for principals and other educational 
administrators, but there are still no standards for leadership in early care and education 
programs (Brown et al., 2014; Gaines, 2015; Murphy & Smylie, 2016).  In the United 
States, clear pathways to administrative and leadership roles for early care and education 
professionals do not currently exist (Whitebook, Kipnis, et al., 2012).  As a result, our 
public policy and programming decisions from systems leaders are often developed by 
those with little to no knowledge of the science of early care and education, which has 
serious and far reaching consequences not only for the field but also for children and 
families (Brown et al., 2014; Göncü et al., 2014; Halpern, 2013; IOM & NRC, 2015).  To 
bridge the gap between what research reveals about the powerful impact of high-quality 
early care and education and the fragmented system that exists, we need knowledgeable, 
skilled leadership from systems leaders, policymakers, and others who make decisions 
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about the field (Clark, 2012; Eckert, 2014; Gaines, 2015).  To mentor the next generation 
of leaders, leadership competencies need to be defined in order to create clear pathways 
to leadership through career structures, credentialing, and higher education programs 
(Austin, 2014; Kagan & Cohen, 1997; Sturges, 2011; Whitebook, Kipnis, et al., 2012).   
Purpose Statement 
The purpose of this Delphi study was to identify the competencies that early care 
and education systems leaders should possess as perceived by a panel of early childhood 
leadership experts.  Systems leaders may lead educational, administrative, social service, 
policy, advocacy, and/or government organizations focused on early care and education 
or related fields.  They may make policy, budget, or funding decisions that impact young 
children through early care and education programs.  This study also identified which 
leadership competencies experts perceive will have the most impact on transformation of 
the field.  In addition, this study compared the expert Delphi panel responses about these 
leadership competencies with a theoretical framework synthesized from the research 
literature. 
Research Questions 
The research questions for this study were  
1. What do early childhood leadership experts identify as the most important 
competencies early care and education systems leaders should possess? 
2. Of the leadership competencies identified, which do the expert panelists perceive will 
have the most impact on the transformation of the field into an organized system of 
practice? 
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3. How do the leadership competencies identified by the expert panelists compare with a 
theoretical framework of competencies synthesized from the research literature? 
Significance of the Problem 
There is little doubt regarding the power of early experiences, both positive and 
negative, on a young child’s developing brain (Shonkoff & Phillips, 2000).  Recent 
advances in imaging have shown the dramatic effect early experiences and environments 
have on the very architecture of the brain (Shonkoff & Phillips, 2000; Shonkoff & 
Richter, 2013).  The availability of quality early care and education services is also tied to 
the prosperity and economic contributions of families, particularly of women (Pedersen 
& Shonkoff, 2010; Shonkoff & Phillips, 2000).  Yet our country’s early care and 
education programs remain underfunded, fragmented, and often of low quality (Pedersen 
& Shonkoff, 2010; Whitebook et al., 2014). 
Though it is recognized that high-quality early care and education programming 
has a positive influence on educational outcomes, leadership in culturally responsive and 
developmental early childhood pedagogical practices, program implementation, and 
systems building is lagging behind (Halpern, 2013; Whitebook, Kipnis, et al., 2012).  
Without skilled and informed leadership, the potential societal benefits that high-quality 
early care and education can provide will not be attained (Shonkoff & Richter, 2013). 
Conducting research on leadership competencies in early care and education is 
significant because it is a step toward professionalizing and advancing the early care and 
education field (Goffin et al., 2015).  Institutions of higher education might use results of 
this study, along with other research on competencies for leadership, to create graduate 
degrees and professional development programs that include pathways for leadership 
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certification in early care and education.  State credentialing organizations can use this 
research to guide the creation of credentialed or otherwise legitimized pathways to 
leadership positions in early care and education.  Those building national, state, and local 
programs, such as the Office of Head Start, the California Commission on Teacher 
Credentialing, the National Association for the Education of Young Children, Quality 
Rating and Improvement Systems, and many other government and nonprofit agencies, 
need guidance and clarity in developing knowledgeable and skillful leaders and creating 
career pathways.  This study may contribute to the leadership knowledge needed 
throughout the field. 
Definitions 
Bio-developmental framework.  An augmented child development framework 
which uses growing scientific evidence which shows “the extent to which early 
experiences are biologically embedded in the development of multiple organ systems, 
with long-term impacts on metabolic regulation and cardiovascular health as well as the 
mastery of cognitive, language, and social skills” (Shonkoff, 2010, p. 358).  
Developmentally appropriate practice.  This is a framework for an approach to 
teaching which describes the research-based practices which promote optimal 
development and learning of young children (NAEYC, 2009a). 
Early care and education (ECE).  There are various terms throughout the 
literature used to describe the field, such as early childhood education, early childhood, 
childcare, and child development.  The term early care and education is defined in this 
study to mean all aspects of endeavor of those involved with the care, education, and 
development of young children ages 0 through age 8 (Goffin, 2007; NAEYC, 2009a). 
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Instructional leadership.  Instructional leadership is a term traditionally 
associated with K-12 site-based principals.  It is distinguished from their administrative 
role and refers to their engagement with teachers in teaching and learning in the 
classroom (Abel, 2016).  Instructional leaders “involve themselves in setting clear goals, 
allocating resources to instruction, managing the curriculum, monitoring lesson plans, 
and evaluating teachers” (Jenkins, 2009, p. 35).  The term instructional leadership is also 
sometimes used in the early care and education field, but this is not universally accepted 
as it is more focused strictly on academics (Abel, 2016).  
Pedagogical leadership.  Pedagogical leadership is a term widely used in the 
early care and education field to include instructional leadership but is generally intended 
as a broader term.  Pedagogical leadership refers to guidance of the entire process of 
teaching, learning, and development (Coughlin & Baird, 2013).  The McCormick Center 
on Early Childhood Leadership emphasizes that pedagogical leadership influences 
teaching and learning by establishing “continuous quality improvement…fostering family 
engagement, ensuring fidelity to the organization’s curricular philosophy, using data to 
evaluate the effectiveness of the learning program, and meeting standards established to 
optimize learning environments” (Abel, 2016, para. 4). 
Site-based leadership.  Site-based leader is a term that refers to lead teachers, 
directors, program managers, and principals in early care and education settings.  Site-
based leaders manage the day-to-day operations of sites from small, one-classroom 
programs to large organizations with many sites (IOM & NRC, 2015; Kagan & Bowman, 
1997; Kivunja, 2015).   
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Systems leadership.  Systems leaders may lead educational, administrative, 
social service, policy, advocacy, and/or government organizations focused on early care 
and education or related fields.  They may make policy, budget, or funding decisions that 
impact young children through early care and education programs but may have varying 
levels of ability to enforce policy (Goffin, 2007; IOM & NRC, 2015; Kagan & Hallmark, 
2001; Whitebook, Kipnis, et al., 2012).   
Transformational leadership.  This term refers to specific leadership 
competencies that enable the leader to respond to change in a positive way and, further, 
to be able to enable transformational and systems change (Goffin, 2007; IOM & NRC, 
2015; Kagan & Hallmark, 2001; Nuttall, 2016; Rodd, 2006). 
Delimitations 
The study was delimited to early care and education systems leaders with 
leadership experience and/or expertise.  The panel members had leadership experience in 
early childhood education, were working in infrastructure, government, social service, 
higher education, research, advocacy, or consulting organizations solely focused on early 
care and education.  Furthermore, the study was limited to professionals who were 
currently working in the field and who had current involvement in leadership or 
leadership research.   
Organization of the Study 
The remainder of the study consists of four additional chapters, a bibliography, 
and appendices.  Chapter II further elaborates on the history of early care and education, 
its impact on current policies and structures, educational leadership competencies, 
potential competency frameworks identified by researchers, early care and education 
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leadership models, and current early care and education policies.  Chapter III explains the 
Delphi research design and methodology of the study.  This chapter describes the 
population, sample, data gathering procedures, and the procedures used to analyze the 
data collected.  Chapter IV presents and analyzes the findings.  Chapter V contains the 
summary, conclusions regarding the findings, implications, and recommendations for 
actions and future research.  The appendices contain all the surveys and other instruments 
used in the study. 
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CHAPTER II: REVIEW OF THE LITERATURE 
This chapter provides an overview of the background, research, and issues 
pertaining to leadership in early care and education for children 0 through age 8.  The 
chapter starts with a history of early care and education practices and policies in the 
United States.  Next is a review of the science of child development followed by a 
discussion of definitions of high-quality early care and education in the context of 
leadership.  The chapter goes on to explore current policies and influences on policy.  
Following the policy section is an exploration of leadership pathways, theoretical 
frameworks, and a synthesis of early care and education leadership competencies.  The 
chapter concludes with an in-depth discussion of experts’ opinions on the transformation 
of the field.  
Theoretical Perspectives on Early Care Leadership Competencies 
A large section of the literature on leadership in early care and education is 
theoretical and based on the concept that the field differs significantly from other areas of 
education in demographic composition, relational style, and overall purpose.  There is 
some literature that investigates the composition, compensation, roles, responsibilities, 
and career and educational pathways of the field as a whole.  There is limited research 
literature in which the authors investigate or propose specific early care and education 
leadership competencies, especially for systems leaders.  
History of Early Care and Education in the United States 
Throughout the history of the United States, high-quality and affordable care and 
education outside of the home has often been needed and has continuously evolved.  
American mothers, since colonial times, have invented ways to care for their children as 
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they worked, including formal and informal caretaking situations (Michel, 1999).  Efforts 
to provide formal education and/or custodial care for young children have long and 
intertwined historical roots over the last three centuries in the United States, starting with 
the dame schools of the colonists (Lascarides & Hinitz, 2000; Michel, 1999).  
Dame Schools  
Dame schools developed during the 17th century in colonial New England.  
Working mothers planned with local widows or housewives to take young children into 
their home for care and some degree of instruction (Lascarides & Hinitz, 2000).  These 
were casual arrangements between families.  No entity had oversight, and there was no 
formal leadership.  The only qualification for operating a dame school seemed to be basic 
literacy on the part of the caregiver (Michel, 1999). 
Plantation Nurseries 
From the 17th century through emancipation, enslaved African American women 
were forced to leave their young infants in plantation nurseries overseen by other slaves, 
older children, or the white plantation owner’s wife.  Everything about the nurseries, 
from who watched the children, to what the children ate, to when the children started 
working, was controlled by the white plantation owners without any laws governing their 
actions (Lascarides & Hinitz, 2000).  The White plantation owners also determined the 
number of weeks, typically two, that a new mother could stay with her infant after giving 
birth (Lascarides & Hinitz, 2000).   
Infant Schools 
Infant schools, modeled after institutions in Britain, were established in the 1820s 
and 1830s by charities and philanthropists in order to provide care and education for poor 
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and immigrant children (Lascarides & Hinitz, 2000).  While American infant schools 
were mostly custodial in nature and focused on providing a service to working women, 
they originated from the ideas of Robert Owen (1771-1858), a Scottish industrialist, who 
intended to educate young children in service of his utopian educational ideals (Hinitz & 
Liebovich, 2016; Michel, 1999).  Infant schools did in some cases serve African 
Americans in separate institutions (Michel, 1999).  Infant schools were ideally thought to 
be an improvement on Dame schools, and teachers were selected for their caring and 
gentle manner (Michel, 1999). The actual quality of infant schools, however, may not 
have lived up to the ideal.  Infant school administrators were typically philanthropists, 
industrialists, or reformers with no specific qualifications (Hinitz & Liebovich, 2016).   
Though infant schools were very popular with parents (40% to 50% of 3-year-
olds in Massachusetts were attending school in 1840), they were almost completely 
nonexistent by 1860 (Winterer, 1992).  The reasons that they did not take root are 
complex and not fully understood.  Researchers point to societal and economic shifts, 
debate on the role of mothers, and a highly influential theory published in 1832 by 
physician Amariah Brigham that too much learning and stimulation at an early age would 
lead to insanity (Winterer, 1992). 
Day Nurseries  
Day nurseries, which are the closest precursor to our modern concept of day care, 
were established to encourage poor and immigrant women to work instead of relying on 
charity (Michel, 1999).  Day nurseries were modeled after the French crèche, started in 
mid-19th century New York, Philadelphia, and Boston, and had a reform and 
rehabilitation focus (Lascarides & Hinitz, 2000; Michel, 1999).  Day nurseries were 
 30 
largely established and overseen by wealthy women philanthropists.  A board of directors 
set policies, including admission policies (Michel, 1999).  A matron was usually hired to 
conduct the day-to-day care of the children but was not typically consulted about policies 
regarding the children and their mothers (Lascarides & Hinitz, 2000).  Matrons had no 
specific qualifications or training (Michel, 1999).   
African American Women Philanthropists  
Most day nurseries banned African Americans.  However, African American 
women philanthropists, through the work of the National Association of Colored Women 
(NACW), were able to establish some day nurseries specifically for African American 
children (Michel, 1999).  These nurseries were community based and funded.  African 
American philanthropists, in contrast to white philanthropists, were more wholeheartedly 
positive about childcare and did not try to discourage women from working but felt their 
purpose was to “free them from anxiety” (Michel, 1999, p. 67).  However, though the 
communities and philanthropists that supported the day nurseries were forward thinking, 
most African American working mothers did not have access to day nurseries and due to 
long work hours were often forced to board their children with families or in orphanages 
(Lascarides & Hinitz, 2000). 
Nursery Schools  
A specific focus on the social, emotional, and cognitive development of young 
children spawned the nursery school movement around the time of World War I (Hinitz, 
2012).  Nursery schools, along with kindergarten, inspired the early childhood 
pedagogical enrichment model we know today (Hinitz & Liebovich, 2016).  Nursery 
schools were private, fee based, and/or charitable.  The nursery school movement was 
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influenced by the major psychological, biological, and child development discoveries and 
theories emerging at the time (Lascarides & Hinitz, 2000).  Nursery school advocates, 
both white and African American, were interested in child development research and set 
up numerous experimental schools and training programs, some of which are still in 
existence (Hinitz, 2012; Lascarides & Hinitz, 2000).  Some of the first nursery schools in 
the United States were parent cooperatives started at or in partnership with universities 
(Hinitz, 2012).  Parents and in some cases university staff set policies (Hinitz & 
Liebovich, 2016).  Nursery school teachers were trained largely by apprenticeship, but in 
later years training became available in some schools and colleges (Lascarides & Hinitz, 
2000).  According to available research, qualifications for leadership positions varied and 
were not standardized (Lascarides & Hinitz, 2000). 
Prekindergarten and Preschool 
Today’s prekindergarten (PreK) and preschool programs, including the federally 
funded Head Start program, evolved from nursery schools and are grounded in an 
education and enrichment model (Lascarides & Hinitz, 2000).  While private nursery 
school teachers often lacked formal training, as the programs have become publicly 
funded, the academic preparation of teachers has increased (Hinitz & Liebovich, 2016).  
Qualifications included certificates, associate degrees, and/or bachelor’s degrees for head 
teachers (Hinitz & Liebovich, 2016).  The federally funded Head Start has become an 
exemplar in creating policies and regulations that specify qualifications and competencies 
for staff, leadership, and governing bodies.  For example, recent policy developments 
require that site directors have bachelor’s degrees and program administrators have 
master’s degrees (Office of Head Start [OHS], 2017a). 
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Kindergarten  
Kindergarten provides an historical example of both an enrichment model and a 
deficit model.  Friedrich Froebel’s (1782-1853) concept of kindergarten, intended for 
children from 3 to around 6 years of age, begun in Germany in 1837, became very 
popular in the United States by the 1860s and 1870s.  Kindergartens in the United States 
were originally private and either fee based and available to wealthier families or 
charitably funded for poor families.  Reformers advocated for kindergarten, including a 
large movement based in San Francisco in the 1860s, to provide low-income and 
immigrant children with an enriched environment (de Cos, 2001; Michel, 2011).  The 
kindergarten movement was very successful while the infant school movement was not.  
This is said to be in part because advocates more clearly differentiated between the 
purpose of kindergarten and traditional schooling whereas the infant school proponent 
had not made the same distinction (Winterer, 1992). 
Kindergartens soon had a supporting infrastructure in the form of associations and 
training colleges (Michel, 1999).  Teachers received training and certification in child 
development and the latest pedagogical methods.  Many of the reformers administrating 
the programs had knowledge of child development theory and early childhood 
pedagogies (de Cos, 2001).  By 1890, public school districts began taking charge of 
charity kindergartens, and public policies were gradually created.  Districts that had 
kindergarten even created supervisory positions to oversee the programs (de Cos, 2001).  
Qualifications for these original positions are unknown, but kindergartens were originally 
seen as a separate program requiring specialized leadership.  Eventually kindergartens 
were absorbed into the public-school system though kindergarten teachers were not 
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required to obtain a primary credential in addition to their kindergarten certificate (de 
Cos, 2001).  Today, kindergarten teachers require the same credentials as other 
elementary school teachers but are no longer, in most states, required to be trained in 
early education strategies (de Cos, 2001). 
History of Early Care and Education Policy 
Public and government support for early care and education has been influenced 
and informed by changing and evolving views of the roles of mothers and the need for 
children to be with them (Michel, 1999).  During the Progressive Era, childcare advocates 
continued to try to bring childcare for working women into the public arena (Michel, 
1999).  Meanwhile, other progressives during this period started to question whether the 
day nurseries were, in fact, a public service if they kept mothers working at arduous jobs 
that paid little while their children were receiving substandard care (Michel, 2011).  
These activists pushed the concept of a subsidy for women to stay at home with their 
children and to actively discourage them from working (Michel, 1999).  The idea of 
mothers’ pensions was well meant and was very successful, more successful than public 
funding for day nurseries, some say because it reinforced and agreed with prevailing 
ideas of gender roles (Michel, 2011; Obregon & Sanders, 2016).  
Societal Ambivalence 
One thread throughout the history of the field is that though American women 
have always worked, our society has been reluctant to create organized, publicly 
supported childcare in part because of a pervasive ambivalence about women’s roles in 
the home and the workforce (Michel, 2011).  The concept or ideal that mothers should be 
at home has prevailed throughout the 18th, 19th, and 20th centuries and has worked in 
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opposition to movements to provide childcare for women who worked.  Progressives 
such as Jane Adams of Hull House and Julia Lathrop, first director of the U.S. Children’s 
Bureau, advocated strongly for mother’s pensions (Michel, 1999).  By the 1930s, most 
states had some sort of subsidy or pension for poor mothers to stay with their children.  
The federal government established Aid for Families with Dependent Children (AFDC) 
in 1935 and replaced it with the more restrictive Temporary Assistance for Needy 
Families (TANF) in 1996 (Obregon & Sanders, 2016). 
While this was well intended and supportive of some mothers, the stringent 
advocacy against organized care hurt the increasing numbers of women who had to work 
despite the pensions (Lascarides & Hinitz, 2000).  African American women in particular 
were frequently denied access to pensions since they were judged to be accustomed to 
working, should be discouraged from having children, and should be discouraged from 
staying home with children (Lascarides & Hinitz, 2000; Obregon & Sanders, 2016).  
Since that time, pensions to encourage mothers to stay at home with their children 
have been the basic federal policy (Michel, 1999).  And even though pensions have been 
debated in regard to their impact on the stability of the family, single motherhood, 
fertility rates of poor women and women of color; there has still been political resistance 
to developing universal childcare (Lascarides & Hinitz, 2000; Obregon & Sanders, 2016).  
While there have been repeated efforts by major national organizations, legislators, and 
the executive branch to develop a universal childcare policy in the United States, those 
efforts have consistently failed except for tax credits for middle income families 
(Obregon & Sanders, 2016).  Without a consistent public policy focus and agreement on 
the need for childcare, corresponding policies on standards, accessibility, and leadership 
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structures have lagged.  Examples of initiatives that have or intended to provide childcare 
for working mothers are explored below. 
Works Progress Administration  
Public funding for childcare has historically been sporadic and temporary.  
Government funding was provided for the first time in 1933 when President Franklin D. 
Roosevelt provided day care for women with children as part of the Works Progress 
Administration (WPA; Hinitz & Liebovich, 2016).  These nurseries grew in number up to 
1900 and served over 40,000 children but did not nearly meet the need, with 
approximately 1.5 million more children needing care (Michel, 1999).  Funding for the 
WPA nurseries ended when the program ended in 1939, and many nurseries closed or 
floundered (Hinitz & Liebovich, 2016).  
Lanham Act 
Funding again became available after 1940 when the Lanham Act, which 
provided funding to support the war effort, included creating a near universal childcare 
policy for women working in the defense industry (Hinitz & Liebovich, 2016).  It is the 
first and perhaps only example of a federally funded universal childcare policy that 
offered services regardless of family income (Herbst, 2017).  While not without 
controversy, discussions of women’s roles were temporarily put aside, and many 
nurseries were established by 1943.  Peak capacity was reached in 1945, but funding for 
these nurseries ended abruptly in 1946 after women were no longer needed for the 
defense industry (Hinitz, 2012; Michel, 2011).  Though the funding and programs ended, 
there remain some historical examples of high-quality standards, university training for 
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teachers, and long-term, positive economic outcomes for both mothers and children 
exposed to the program (Herbst, 2017; Michel, 1999). 
Post-World War II Efforts 
As women entered the paid workforce at increasing rates after World War II 
(WWII), childcare advocates continued to promote the idea of a national universal 
childcare policy (Michel, 2011).  Unsuccessful post WWII efforts to create such a policy 
included the 1946 Maternal and Child Welfare Act, proposed childcare bills in 1958 and 
1959, and an effort put forth by President Kennedy (Michel, 1999).  He believed 
supporting childcare programs would encourage women to enter the workplace, aid in the 
development of children, and advance racial integration (Lascarides & Hinitz, 2000).   
Work Incentive Programs   
In the 1960s, and 1970s some federal funding became available for childcare for 
working women through programs such as the Work Incentive Program and the Federal 
Office of Child Development (Michel, 1999).  Tax deductions for childcare became 
available.  In the 1980s, funding for childcare was shifted to the middle and high-income 
families, which in turn incentivized the development of private and for-profit childcare 
organizations (Lascarides & Hinitz, 2000).  Lower income families and people of color 
did not have the degree of access to private pay programs as did middle and higher 
income families.  Early care and education policies were bifurcated by race and class, as 
they are today (Michel, 1999). 
Civil Rights Era and Head Start 
The civil rights era played an important role in the evolution and 
professionalization of the field of early care and education through the inception of Head 
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Start in 1965.  Head Start was a presidential initiative as part of the “war on poverty” of 
the 1960s (Lascarides & Hinitz, 2000).  This initiative inspired many of the now named 
baby boomer generation to answer the call of service by choosing a career path of 
working with children and families (Arnold-Tengesdal, 2015).  Interestingly, this civil 
rights era cohort of educators did come into the field armed with degrees while a trend to 
hire teachers with minimal training came later (Michel, 1999).  In terms of leadership, 
this generation evolved an “adaptive leadership” model, which in keeping with the times, 
was about the collective efforts of many coming together to achieve a common goal 
(Arnold-Tengesdal, 2015).  The adaptive leadership model is informative to the 
democratic, egalitarian leadership models currently proposed and discussed by 
researchers in the field (Haber-Curran & Tillapaugh, 2017; Hard & Jónsdóttir, 2013; 
Kivunja, 2015).  
Head Start has continued with its mission for over 50 years and has served 
approximately 32 million children total.  Head Start and Early Head Start now serve an 
impressive 1,000,000 children per year, which is, though, just a fraction of those eligible 
(National Head Start Association [NHSA], 2017).  The Office of Head Start oversees 
approximately 1,600 grantee agencies nationwide, all of whom must comply with Head 
Start’s policies and regulations regarding all aspects of the program (NHSA, 2017).  
Head Start is an example, along with the Child Development Centers of the Department 
of Defense, of what can be accomplished with consistent funding and a steady 
improvement of policy and quality standards (Whitebook et al., 2016).   
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Comprehensive Child Development Act 
Increased public understanding of the importance of early development, in part 
due to the success of Head Start, created a political environment in which a significant 
childcare bill almost became law (Herbes-Sommers, 2015).  Both political parties, labor 
leaders, women’s rights groups, and civil rights activists supported the Mondale-
Brademas Comprehensive Child Development Act of 1971 (CCDA).  The law would 
have provided high-quality childcare at no cost for low-income families and on a fee 
basis for middle and working-class families (Michel, 2011).  However, after it passed 
both houses, President Nixon vetoed it though he had vigorously supported the act during 
his campaign and the early days of his administration.  His veto came in part because of 
opposition by Phyllis Schlafley and her conservative movement (Herbes-Sommers, 2015; 
Michel, 2011).  She and her followers feared that such legislation would damage the 
institution of the traditional family, believing that women should stay at home with 
children and that men should support them, echoing the societal ambivalence about 
women’s roles noted in earlier historical contexts (Herbes-Sommers, 2015; Michel, 
2011).  
Work Incentive Programs  
In the 1960s and 1970s, limited federal funding became available for childcare for 
low-income women through programs such as the Work Incentive Program and the 
Federal Office of Child Development (Obregon & Sanders, 2016).  In the 1980s, 
divisions along racial and class lines grew when President Reagan eliminated or reduced 
several programs for low-income families and shifted funding for childcare, in the form 
of tax deductions, to middle- and high-income families, which incentivized the 
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development of private and for-profit childcare organizations (Michel, 2011).  In the 
1990s, welfare reform programs such as the Personal Responsibility and Work 
Opportunity Act (PRWOA), with strict employment requirements, provided some but 
insufficient childcare expansions for low-income families (Obregon & Sanders, 2016).   
U.S. childcare policies in general have had a rehabilitation framework focused on 
low-income families who cannot afford private-pay programs (Michel, 2011).  The 
outcome of this framework is that childcare policy has continued to be bifurcated by race 
and class as it was in the past (Hinitz & Liebovich, 2016).  Without a universal childcare 
policy, women are not able to have full access to the labor force and lack economic 
freedom (Michel, 1999).  Most other democratic countries in the world have national 
childcare policies that enable women to fully pursue careers and education to advance 
themselves and their families (Hinitz & Liebovich, 2016; Michel, 1999).   
In the United States for nearly two hundred years, advocates for accessible and 
affordable high-quality childcare have fought an up-hill battle for the need to be 
recognized, a crucial public policy and leadership issue (Obregon & Sanders, 2016). 
Through the study of early care and education history in the U.S., it becomes clear that 
policies for at least the last 80 years have been inconsistent and erratic and have varied 
with changes in the political environment (Heckman, 2011).  Though expertise has been 
developed and advocates have argued for the need for high-quality childcare, there have 
not been sufficient infrastructure, political support, and organizational leadership in place 
through which to implement consistently high-quality and accessible programs (Keith, 
2017; National Bureau of Economic Research [NBER], 2006).  In light of the fact that in 
the 21st century, early care and education is still a fragmented field, the next section will 
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highlight research on the interplay of biology and environment and describe how long-
term outcomes for at-risk children can be improved through investment in high-quality 
care and education (Campbell et al., 2002; Schweinhart & Weikart, 1990).  
The Science of Child Development  
Children in adverse situations who are in high-quality care within an environment 
of responsive relationships outside the home show a reduced stress hormone response.  
Conversely, children who spend long hours in low-quality care with higher child- to-
caregiver ratios, less responsiveness, and more harsh treatment may experience more 
damaging and long-lasting effects of such environments (NSCDC, 2014).  This section 
highlights the importance of the scientific foundational work on child development and 
the impact of environment on child outcomes.  This is important to the study of 
leadership in early care and education because of the following:  
1. High-quality early care and education matters. 
2. Creating and maintaining high-quality care and education requires specialized 
leadership. 
3. Specialized leadership in early care and education requires knowledge of the science 
of child development in order to achieve positive outcomes for children (IOM & 
NRC, 2015; Pedersen & Shonkoff, 2010).   
Specialized early care and education leadership can promote the quality and 
intentionality of supportive relationships and influence the development of children’s 
brains and future learning ability (IOM & NRC, 2015; McCarthy et al., 2010; NSCDC, 
2014).  In fact, during the past few decades, neuroscience and new brain imaging 
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techniques have provided clear visual evidence of the delicate interplay of genetics and 
the environment in the growth and development of children (IOM & NRC, 2015).   
Research Advances and Seminal Studies 
The IOM report described the essential features for child development and 
learning in depth and detail (IOM & NRC, 2015).  The essential features for child 
development and learning are grounded in the fact that successful learning for young 
children is dependent on a healthy brain architecture developed through a “continuous, 
dynamic, adaptive interaction between biology and environment that begins at conception 
and continues throughout life” (IOM & NRC, 2015, p. 205).  The essential features for 
child development and learning should inform practice, systems, and policies supportive 
of the practitioners and leaders who provide interventions for young children (IOM & 
NRC, 2015).  These features, as a summation of the research on the science of child 
development, especially in regard to environments and interventions, are foundational for 
the success of policy leaders and practitioners (IOM & NRC, 2015).  They are the 
following:   
• Children are born ready to learn. 
• A continuous interplay between brain development, gene expression and 
interactions with the environments creates the capacity for learning—
prenatally and throughout life. 
• Learning occurs at the intersection of crucial domains of socio-emotional, 
cognitive, and physical development; learning ability, and content knowledge 
and skills. 
• Adversity and toxic stress can impair learning ability, health and well-being. 
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• Responsive and stable relationships with adults, combined with high quality, 
positive learning environments are essential for optimal development (IOM & 
NRC, 2015, p. 493) 
Research from the science of child development is important to a study of early 
care and education leadership competencies because creating programs and interventions 
that support young children’s learning and brain development require knowledgeable and 
skilled practitioners (Shonkoff, 2014).  Knowledgeable and skilled practitioners are 
trained, supported, and evaluated by policymakers and administrators who understand 
and can apply the essential elements of child development and learning (Whitebook, 
Kipnis, et al., 2012).  
Longitudinal Studies 
Understanding what interventions work and how they work is crucial to the 
development of successful and efficacious early care and education policies and the 
leaders who implement them (Heckman, Pinto, & Savelyev, 2013).  Two often-cited 
landmark studies examined high-quality interventions for children in adverse economic 
conditions (Heckman et al., 2013).  These studies, which have had marked influence on 
research, policy and practice in early care and education and child development are The 
Abecedarian Project and The High Scope/Perry Preschool Study (Shonkoff & Phillips, 
2000).  Both of these preschool projects, while differing in some aspects, were based on 
curriculum frameworks derived from child development theorists (Campbell et al., 2002).  
Both programs were intensive and included low staff-to-child ratios, active learning 
curriculum, and parent engagement (Campbell et al., 2012; Schweinhart et al., 2005).   
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So far, participants in the High Scope/Perry Preschool Study have been followed 
through age 40, and those in the Abecedarian Project through age 30 (Campbell et al., 
2012; Schweinhart et al., 2005).  The children who went to the High Scope/Perry 
Preschool, in comparison to those who did not attend, showed higher educational 
attainment, higher incomes, higher marriage rates, better health, and lower arrest rates 
among many other benefits (Heckman et al., 2013; Schweinhart et al., 2005).  Numerous 
independent evaluations of these and other studies indicate that high-quality early 
interventions ameliorate much of the effects of poverty, parental stress, and other 
environmental factors primarily through addressing social/emotional development and 
providing parental support (Campbell et al., 2012; Heckman et al., 2013; Keith, 2017; 
Ramey, Campbell, Sparling, Burchinal, & Ramey, 2000).   
While the studies did not explicitly address leadership competencies, research on 
the challenges of replicating or expanding localized, high-quality programs such as these 
projects has shown that without knowledgeable leadership and adequate financial 
support, replication with fidelity is difficult to attain (Heckman et al., 2013).  The 
maintenance of high-quality interventions that support optimal brain development 
requires leaders to have knowledge and ability in creating supportive environments; 
implementing active participatory learning curriculum, involving families as equal 
partners, recruiting, training, and retaining skilled staff, and acquiring sufficient levels of 
funding and support (Keith, 2017; Shonkoff, 2010).   
From Neurons to Neighborhoods 
The conclusions of the pivotal work From Neurons to Neighborhoods have laid 
the foundation for many more discoveries and illuminations on the delicate interaction of 
 44 
biology and environment that forms the trajectory of an individual life (Shonkoff & 
Phillips, 2000).  Their conclusions; that infants are born ready to learn, that their 
development is dependent on the nexus of community, family, and environment, and that 
our society is not meeting the needs of young children, created the basis for the 
continually evolving science of early childhood development (Shonkoff & Phillips, 
2000).  
The researchers also concluded that public policy and educational practices need 
to be realigned to what is known from science regarding children’s development and that 
transformational leadership would fit this purpose (NBER, 2006).  Ultimately, the 
likelihood of the success of interventions and early environments in achieving positive 
outcomes for children is largely dependent on the policies and decisions made by 
educational and political leaders (Bredecamp, 2014; CDC, 2011; Shonkoff, 2010).  
The representative studies examined in this section make it clear that the 
development of healthy brain circuitry in young children is dependent on the interplay of 
environmental factors and that high-quality learning environments can have a powerful 
and positive impact (Ramey et al., 2000).  Though there is not yet agreement on a 
definition of a high-quality learning environment, practice, or program, quality has 
become, in recent years, a topic of considerable research and policymaking (Keith, 2017; 
Kirby & Malone, 2015).  Research institutes, government agencies, funding 
organizations, and curriculum developers are involved in efforts to measure quality, 
support quality, and sustain quality (IOM & NRC, 2015; Pedersen & Shonkoff, 2010).  
The next section provides an overview on the definition and criteria of high-quality early 
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care and education, which is still largely an ideal rather that a reality in early care and 
education programs in the United States (Keith, 2017).   
High-Quality Early Care and Education   
The terms high-quality early education, high-quality early care and education, 
high-quality preschool, high-quality environments, high-quality practice and related 
terms are used liberally throughout the literature (Kirby & Malone, 2015).  An extensive 
search for a definition of high-quality early care and education resulted in a variety of 
responses.  Thousands of studies have examined the impact of high-quality environments 
on desired child outcomes, quality checklists, discussion of best practices, delineation of 
early learning standards, and criteria or elements of high quality (Shonkoff & Phillips, 
2000).  Considerations of what constitutes high quality have been researched and debated 
by experts in child development, behavioral and developmental psychology, education, 
and biology.   
Models of quality in early care and education are foundationally based on 
attachment, sociocultural, and socioenvironmental theories such as those from 
Bronfenbrenner, Piaget, and Vygotsky (Burchinal, 2017; IOM & NRC, 2015).  These 
theoretical frameworks are fundamentally focused on the concept that the quality 
relationships and interactions of adults with children are the primary factors in optimal 
learning and development for young children (Burchinal, 2017).  Current models of 
quality measurement based on the premise that the environment and the quality of 
relationships determine child outcomes divide quality elements into two categories: 
structural quality and process quality (Burchinal, 2017; Cassidy et al., 2005)  
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Structural quality is focused on the environment in which the child is taught and 
cared for and includes such factors as group size, ratios, leadership and administration, 
provider’s education, wages, and benefits (Burchinal, 2017; Cassidy et al., 2005).  
Process quality is focused on the interactions between caregiver and child as intentional 
teaching and emotionally warm and positive relationships are shown to have long-term 
impacts on the cognitive and emotional development of the child (CDC, 2007).  Research 
shows that while process quality has the stronger impact on child outcomes, structural 
quality can support and strengthen process quality (Cassidy et al., 2005).   
There is also research that indicates policies focused on the model of process 
quality and structural quality may not be quite sufficient (Burchinal, 2017; Kirby & 
Malone, 2015).  Some researchers point out that measures of quality should be extended 
and clarified to include “evidence-based curricula and professional development that 
focus on teacher-scaffolded learning through rich conversations and hands-on activities 
designed to promote young children’s unconstrained skills” (Burchinal, 2017, p. 5).  In 
order to create effective policy, early care and education systems leaders need to have the 
competency, knowledge, and awareness to understand the theoretical constructs of 
structural quality and process quality variables and how to maintain them. 
NAEYC Definition of Quality  
Quality, compensation and affordability position statement.  A place to start 
the search for a definition of high quality is the National Association for the Education of 
Young Children (NAEYC), because it is the nationally recognized accreditation and 
standards organization (NAEYC, 2014).  Though clear definitions of high-quality 
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practice, programs, or environments varied, three documents from the NAEYC provided 
a set of parameters for quality.   
The first part of a definition was found in a position statement on quality, 
compensation, and affordability.  This position statement says, “The provision of high-
quality early childhood programs depends upon three basic needs being met: high-quality 
programming for children, equitable compensation for staff, and affordable services for 
families or other consumers” (NAEYC, 1995, p. 1).  The term programming in early care 
and education refers to all the elements of the organization’s educational activities and 
goals related to child and family.  Programming includes: curriculum planning and 
frameworks, schedules and routines, appropriate and safe environments and materials, 
intentional adult-child interactions, adult-child ratios, planning for child outcomes, family 
involvement strategies, community relationship strategies, professional development of 
teachers, and assessment of teachers, children, and settings (NAEYC, 2009a).   
Developmentally appropriate practice.  The NAEYC’s position statement on 
developmentally appropriate practice has been influential in both teaching early 
childhood education practices at institutions of higher education and shaping educators’ 
views on best practices (Goffin et al., 2015; NAEYC, 2009a).  It does not provide a 
specific description of a high-quality environment, but it does create a foundation for 
quality.  The position statement stipulates that children should be taught by 
knowledgeable professionals through strong relationships and age appropriate strategies 
guided by challenging and achievable goals (NAEYC, 2009a).   
Accreditation standards.  Also, The NAEYC, as a nationally recognized 
accreditation body, offers 10 program standards, which taken in total outline quality 
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(NAEYC, 2005).  The NAEYC standards have been the accepted national standards for 
center-based program quality.  These standards are used as measures for program 
accreditation, which is a lengthy and costly process and is undertaken only by center-
based sites with the resources to do so.  The standards cover many of the aspects of 
quality programming necessary within the classroom, such as teaching, curriculum 
assessment, and partnerships.   
Program Effectiveness  
Some researchers use the term effectiveness rather than high quality.  This 
perspective focuses on desired child outcomes determined from a bio-developmental 
framework (Shonkoff & Richter, 2013).  Harvard’s Center on the Developing Child 
suggests a three-tiered approach to effective programing.  The first tier refers to basic 
care and promotes strength and health.  The second tier focuses on targeted intervention 
for families in poverty and includes supports and education for parents (CDC, n.d.). The 
third tier refers to programs that alleviate the effects of toxic stress on young children 
caused by abuse and neglect.  Evidence suggests that the highest quality third-tier 
programs that promote social and cognitive development for children from low-income 
families demonstrate the following characteristics (CDC, 2007, n.d.): 
• Retention and development of adequately qualified, skilled and compensated staff 
• Appropriate adult-child ratios 
• Language-rich environment 
• Developmentally appropriate curricula and materials  
• Safe physical setting  
• Warm and responsive adult-child interactions 
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All the above characteristics or elements are necessary to maintain an enriched 
environment that promotes optimal brain development of young children.  Consistent and 
effective high-quality programming targeted toward brain-based outcomes requires 
knowledgeable and skilled leadership (Shonkoff et al., 2017). 
Quality Rating Improvement Systems (QRIS) 
The quality rating improvement system (QRIS) is a federal initiative first initiated 
in Oklahoma in 1998 (National Center on Early Childhood Quality Assurance 
[NCECQA], 2017).  United Way Success by Six developed a matrix of quality 
components called quality rating system (QRS; Mitchell, 2005).  This matrix includes the 
following five elements: program standards, supports for programs and practitioners, 
financial incentives, quality assurance and monitoring, and consumer education 
(NCECQA, 2017).  The intention of the quality matrix is to improve the ability of early 
care and education programs to produce positive learning and brain development 
outcomes for children. 
The QRIS is a “systemic approach to assess, improve, and communicate the level 
of quality in early and school-age care and education programs” (NCECQA, 2017, p. 1).  
This national effort to provide a unified system of quality in early care and education is 
funded through block grants provided to states through the federal Child Care and 
Development Fund (NCECQA, 2017).  Currently, about half of the states have a 
statewide QRIS system in place.  Most of the other states, including California, have 
some sort of QRIS mechanism or exploration in place (NCECQA, 2017).  In order to 
maintain their funding, states must show progress toward the quality elements outlined by 
the matrix (NCECQA, 2017).  
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Factors That Contribute to Quality 
Collaborative efforts by dozens of leading early childhood organizations and 
government agencies have been catalyzed by the results of a recent groundbreaking study 
sponsored by the National Institute of Medicine.  The study, Transforming the Workforce 
for Children Ages Birth Through Age 8: A unifying foundation (IOM report), was 
commissioned in order to learn how the science of child development influences the early 
care and education field (IOM & NRC, 2015).  
The IOM report discussed quality for hundreds of pages and outlined many of the 
essential factors needed for quality, including but not limited to standards, compensation, 
professional development, funding, teacher and administrator qualifications, instructional 
practices, ratios, and teacher child interactions (IOM & NRC, 2015).  A graphic (Figure 
1) from the report synthesizes the factors that make up quality practice and their 
relationships and impact cycles (IOM & NRC, 2015, p. 359). 
Figure 1 illustrates the flow of influence from the science of child development to 
policies and administrator knowledge and competencies and ultimately to the knowledge, 
competencies, and well-being of teachers and other practitioners.  The quality and well-
being of teachers, for example, has a direct impact on the strength of child outcomes 
(Whitebook et al., 2014).  The science of child development, well-informed and qualified 
leadership, accessibility for families, and high-quality professional development are a few 
of the factors that are needed to create high-quality programs that promote the optimal 
brain development which ultimately produces desired child outcomes (CDC, 2007; IOM 
& NRC, 2015).   
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Figure 1. Factors that contribute to quality professional practice and ultimately to improve child 
outcomes. Reproduced from Transforming the Workforce for Children Birth Through Age 8: A 
Unifying Foundation, by Institute of Medicine & National Research Council, p. 359, 2015, 
Washington, DC: National Academies Press. 
 
This IOM report’s recommendation, as outlined in the graphic of Figure 1, could 
inform a vision of what a high-quality infrastructure for early care and education would 
look like.  It creates a basic framework to consider in terms of competencies for systems 
and policy leaders.  Systems and policy leaders need to be able to access and understand 
the knowledge of the science of child development and use that knowledge to inform 
program structure, practice, effective professional development, and the well being and 
stability of the workforce to reach research-based child outcomes (CDC, 2007; Karoly, 
2016).  
Another outcome of the IOM report is a set of recommendations and shared 
competencies designed, through significant systems changes, to build a workforce that 
has the science of child development at its core (IOM & NRC, 2015).  Some of the 
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recommendations are focused on the need for the development of professional and 
educational leadership pathways and leadership competencies (Goffin et al., 2015; IOM 
& NRC, 2015).  Though knowledgeable leadership is crucial to developing high-quality 
programing, currently there are no universally required qualifications or certifications for 
leaders in early care and education (IOM & NRC, 2015; Whitebook, Kipnis, et al., 2012).  
There are a few training programs for leaders in the form of certificates or degrees, but 
they are not based on accepted competencies or standards, and they are not specifically 
required by hiring agencies (Austin et al., 2015; Goffin & Daga, 2017). 
The report emphasized the need for leaders with specific competencies that 
include the following:  
• Core knowledge of early childhood development and education 
• Instructional leadership 
• Administrative and management competence  
• Ability to build interprofessional collaborations and linkages to educational systems 
and other agencies 
• Ability to translate the science of child development to administrators and 
policymakers  
The report also concludes that transformational leadership is needed to realign 
public policy and educational practices to match what is known about children’s 
development.  Ultimately, the likelihood of a child to develop optimally and to enjoy a 
lifetime of learning is largely dependent on the policies and decisions made by 
educational and political leaders (Bredecamp, 2014; CDC, 2011; Shonkoff, 2010).  
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A Working Definition of Quality 
Though there is much available research on the topic of quality in early care and 
education, no accepted definition of quality was discovered by this researcher.  
Synthesizing the work of the following researchers, however, a quality early care and 
education environment includes the following elements (CDC, 2007; Goffin et al., 2015; 
IOM & NRC, 2015; Karoly, 2016; Mitchell, 2005; NAEYC, 1995, 2005, 2009a; 
NCECQA, 2017; Shonkoff & Richter, 2013): a safe, nurturing, responsive environment; 
a staff of qualified, adequately compensated teachers in optimal adult-to-child ratios; a 
supportive and stable infrastructure; and knowledgeable administration that employs 
developmentally and culturally appropriate practices to achieve optimal child outcomes 
for social, emotional, physical and cognitive development. 
Current Policy Developments in Early Care and Education 
Policy in early care and education is shaped by state and federal government 
entities and the consumer market, economics, and social ideals (Michel, 1999; Whitebook 
et al., 2016).  Policy areas that shape the field of early care and education include those 
related to compensation, teacher qualifications, quality improvement, funding, and family 
support (Whitebook, Kipnis, et al., 2012).  Policy in early care and education is 
fragmented and complex because there are numerous agencies, government divisions, 
and funding streams involved (IOM & NRC, 2015).  From the first public involvement in 
early care and education in the 1930s through today with the exception of Head Start and 
the Department of Defense (DoD), few if any of the agencies responsible for early care 
and education have had any specific policies on leadership (DoD, 2014; Michel, 1999; 
OHS, 2017a; Whitebook et al., 2016). 
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In California, examples of the statewide policy decision makers in early care and 
education include the governor, the legislative branch, the executive director of First 5 
California (First5CA), the director of the Child Development Division of the CDE, the 
Director of the Commission on Teacher Credentialing, to name a few.  Local county-
level early care and education policy decisions are made by leaders in the childcare 
planning councils, county offices of education, QRIS consortia, school districts, childcare 
resources and referral agencies, First 5 agencies, family support services, and other social 
service agencies.  Qualifications for these decision makers vary much like other 
leadership roles in early care and education, and there is no universally accepted level of 
expertise, competency, or educational requirements for personnel filling these systems 
leader positions (CDE, 2016; Whitebook, Kipnis, et al., 2012). 
A current trend involves the increasing responsibility of school districts and 
principals for early educational programs (Göncü et al., 2014).  While half of elementary 
principals in the United States are said to work with early care and education programs, 
only one state (Illinois) requires any training related to early childhood for principal 
licensure (Brown et al., 2014).  And even though Illinois’s principal training program is a 
good step, it still falls short of ensuring that principals have the in-depth knowledge 
required to fully integrate developmental practices into their educational programs 
(Göncü et al., 2014). 
Elementary principals are trained in skills needed for instructional leadership but 
lack understanding of early care and education developmental research and best practices 
while preschool directors understand developmentally appropriate practice but lack 
training in administrative strategies (IOM & NRC, 2015; Talan et al., 2014).  Because the 
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needs of the school system are powerful and administrators are not trained in early 
education pedagogy and optimal child outcomes, research-based, developmentally 
appropriate practices are often pushed aside (Göncü et al., 2014; Halpern, 2013).  Due to 
the lack of specific experience and guidance in early care and education principles, there 
is a tendency for elementary administrators to implement practices common in higher 
elementary grades (Brown et al., 2014; Göncü et al., 2014).  The implementation of 
school-like academic instructional practices is developmentally inappropriate and results 
in more time spent in repetitive, remedial skill activities and less time spent in the self-
directed play, warm and supportive relationships, and rich scaffolded language 
interactions research has shown to be most effective for long-term child learning 
outcomes (Burchinal, 2017; Halpern, 2013; Shonkoff & Phillips, 2000). 
Transforming the Field—Theoretical Framework 
To mentor the next generation of leaders, clear pathways to leadership through 
career structures, credentialing, and higher education programs are needed in order to 
transform the field so that it is consistently capable of producing positive child outcomes 
including optimal brain development (Austin, 2014; Sturges, 2011; Whitebook, Kipnis, et 
al., 2012).  This section begins with a discussion of leadership theory, current leadership 
and career pathways, followed by an exploration of competency standards and 
frameworks.   
The first step in constructing early care and education leadership pathways is to 
define and agree upon a framework of leadership competencies.  With informed 
leadership, researchers emphasize that transformation of the early care and education 
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field into an organized system will be in reach (Austin, 2014; Clark, 2012; Elliott et al., 
1999; Ryan et al., 2011; Sturges, 2011; Whitebook, Kipnis, et al., 2012). 
Leadership Pathways 
In order to develop and maintain high-quality practices, the IOM report 
recommended career advancement and leadership pathways and staffing structures that 
clarify roles and responsibilities (IOM & NRC, 2015).  While many states are beginning 
to identify career pathways and competency lattices, qualifications for teachers and 
administrators are still not consistent or standardized (IOM & NRC, 2015; Whitebook et 
al., 2016).  Qualifications vary according to funding source and type of program rather 
than being consistent in terms of role and responsibility and do not meet the minimum 
recommendation of a bachelor’s degree for head teachers (Whitebook et al., 2016).  For 
the field of early care and education to become a profession, it requires career and 
leadership pathways (Goffin, 2013b).  Leaders who have knowledge and experience in 
the field are needed to not only manage organizations and systems but also to ensure that 
what is known about research in child development informs practices so that programs 
align with the best outcomes for children (IOM & NRC, 2015; Shonkoff, 2014). 
Site leadership pathways.  One leadership position that exists in both public and 
private early childhood programs is that of site or center director.  Qualifications and 
pathways to become a director are inconsistent from program to program and state to 
state (IOM & NRC, 2015).  QRISs are having an impact in some cases because of the 
requirement for the director to have a master’s degree in order to obtain a four- or five-
star QRIS rating (Kirby & Malone, 2015).  However, higher compensation for increased 
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education and financial support for the attainment of degrees or advanced professional 
development is lacking (Whitebook et al., 2016). 
Head Start.  Head Start has requirements for teachers and site supervisors.  For 
example, the Office of Head Start has recently established a goal for higher 
qualifications, namely, that 50% of its head teachers have bachelor’s degrees and that a 
certain percentage of its site supervisors have master’s degrees (although the subject or 
content of the degree is not specified; OHS, 2017a).  Head Start has career opportunities 
for teachers as they can advance from assistant to head teacher to site supervisor (OHS, 
2017a).  They also have multiple layers of administrative positions (OHS, 2017a). 
Early Care and Education Leadership Theory 
Some leading researchers in early care and education leadership theory have 
created new models of leadership to examine the needs of the field on its own terms and 
to build leadership from within the field (Douglass, 2017a; Nicholson & Maniates, 2016).  
For example, early care and education leadership researchers discussed the advantages of 
adopting democratic, collaborative, participatory, relational, distributed or adaptive styles 
of leadership (Arnold-Tengesdal, 2015; Douglass, 2017b; Haber-Curran & Tillapaugh, 
2013; Heikka et al., 2013; Kagan & Hallmark, 2001; Luff & Webster, 2014; Wise & 
Wright, 2012).  Theorists also examined the field through feminist and intersectionality 
leadership lenses to understand and grapple with the complex diversity and power 
structures of the field (Davis, Krieg, & Smith, 2015; Hard & Jónsdóttir, 2013; Nicholson 
& Maniates, 2016; Núñez, 2014). 
Early care and education leadership theories taken together highlight several 
differences between leadership theory in other fields, such as K-12 administration and 
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business.  For example, because there is not stable funding for the early care and 
education field, preschool directors, in effect, operate small businesses (IOM & NRC, 
2015).  Another difference is that the field consists mostly of women, is very diverse 
ethnically and culturally, lacks career pathways, and is extremely low paid (Heikka et al., 
2013; Kagan & Cohen, 1997).  It naturally follows that leadership styles and constructs 
would be different than those in business or the traditional K-12 world from which most 
leadership theory arises (Heikka et al., 2013; Kagan & Cohen, 1997; Nicholson & 
Maniates, 2016; Waniganayake & Semann, 2011). 
Transformational Leadership 
Research on transformational change informs much of the current research on 
leadership in early care and education (Shonkoff et al., 2017).  Because of the current 
disparate, fractured state of the field, researchers call for leaders with the skills to 
transform the field (Clark, 2012; IOM & NRC, 2015; Wise & Wright, 2012).  In her 
discussion on professionalizing the field, Goffin (2013b) argued that in order do so, 
transformation must occur from the inside out.  Feeney (2012) pointed out that early care 
and education professionals need to be self-reflective and responsive to change.  Clark 
(2012) echoed these ideas in her study of young early care and education leaders in the 
U.K.  She used the term catalytic leadership to describe informal, emergent changes that 
slowly but steadily result in the transformation of the field from the inside.   
Shonkoff et al. (2017) proposed that to transform the lives of millions of children 
burdened by adversity, the early childhood field needs a continuous integration of 
scientific discoveries coupled with transformational leadership of programs and systems.  
Researchers agree that a mobilization of leadership through a collective alignment of 
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resources is required in order to eliminate policies that perpetuate the fragmentation of 
the field and thereby improve quality and create cohesive services for families (IOM & 
NRC, 2015; Shonkoff, 2010).  Transformational change theory, in short, including 
innovative thinking and continuous improvement strategies can be seen as an overarching 
theme in the research on the emerging needs of the field (ECLD Consortium, 2017; 
Pedersen & Shonkoff, 2010; Shonkoff & Richter, 2013; Stewart, in press). 
Leadership Competencies and Standards 
The research on leadership in early care and education is not extensive, and what 
does exist is focused almost entirely on instructional or site-based leadership rather than 
systems or policy leadership (Austin, 2014).  This section closely examines available 
research and known competencies and synthesizes the research into a set of criteria or 
categories, which will be compared to existing frameworks.  A synthesis was attempted 
to determine a pattern of identified leadership competencies gathered from prominent 
state or national sources, research reports, dissertations, and research papers.  
A synthesis was conducted by using a qualitative content analysis process with 
both deductive and inductive approaches.  Qualitative content analysis refers to analysis 
of written narratives or texts (Patton, 2015).  First, existing early care and education 
competencies or competency frameworks were compiled.  Competencies or standards for 
early childhood leaders, managers, or administrators were drawn from the Office of Head 
Start, the National Association for the Education of Young Children, the National 
Institute of Medicine (2015) report Transforming the Workforce for Children Birth 
Through Age 8; A Unifying Foundation, the McCormick Center for Early Childhood 
Leadership, the Leadership Consortium funded by the Foundation for Child 
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Development, and the California Department of Education (CDE & First5CA, 2011; 
ECLD Consortium, 2017; IOM & NRC, 2015; NAEYC, 2010; OHS, 2017b).   
Table 1 describes the major competency sources.  Major competency sources are 
defined as those that are currently utilized by the field to some significant extent or are 
recognized and mentioned throughout the literature as current and relevant.  This does not 
mean, however, that the researcher can claim that all possible competency sources have 
been exhausted, just that the search was as detailed and comprehensive as possible within 
the confines of the study.  All the sources except for the California Department of 
Education were part of the national collaborative effort to define the early childhood 
profession and have “systems level influence on the early childhood profession” 
(NAEYC, 2017).  The California Early Childhood Educator Competencies were included 
while other state competencies or standards were not because they are the most 
comprehensive and detailed competencies synthesized by the researcher. 
To provide a more robust analysis, a second set of sources was also gathered.  
Literature was purposefully chosen within the following criteria: research articles and 
reports from recognized organizations or seminal researchers who specifically listed 
leadership competencies in early care and education.  Research that listed specific skills, 
qualities, competencies, or knowledge needed for early care and education leaders was 
included in the analysis.   
This synthesis was developed using 24 sources consisting of recognized early care 
and education organizations supplemented with seminal research.  The information 
compiled from these sources was organized into categories consisting of three levels: 
primary, secondary, and tertiary.  The five primary categories were organized into  
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Table 1 
Major Leadership Competency Sources Used in Synthesis 
Citation Source Description 
Structure and number 
of competencies 
Description of 
categories used in 
synthesis 
 
(CDE & 
First5CA, 
2011) 
 
California 
Department of 
Education 
 
Describes skills 
knowledge and 
dispositions for 
early childhood 
educators  
 
12 total competency 
areas, four 
competency contexts 
or levels.  Three 
competency areas 
were included in the 
analysis. * 
 
 
- Administration 
and supervision 
- Professionalism 
- Leadership in 
early childhood 
education 
 
(NAEYC, 
2010)  
 
National 
Association for 
the Education of 
Young Children 
 
Describes 
knowledge and 
skills for graduate 
candidates 
preparing for 
leadership roles  
 
Six advanced 
standards with a total 
of 25 key elements or 
competencies 
- Promoting 
learning 
- Assessment 
- Developmental 
approaches  
- Content 
knowledge 
- Relationships 
- Professionalism 
 
(IOM & NRC, 
2015)   
National 
Institute of 
Medicine 
Describes 
competencies for 
leadership and 
cross systems 
collaboration 
  
Two competency 
categories, nine 
subcategories and 31 
total competencies 
 
- Leadership 
- Collaborative 
systems change 
(Abel, Talan, 
& Masterson, 
2017) 
McCormick 
Center for Early 
Childhood 
Leadership 
 
Describes a 
relationship 
between leadership 
categories for 
directors 
 
Three leadership 
categories and 32 
total competencies 
- Pedagogical  
- Administrative  
- Leadership 
essentials 
 
(ECLD 
Consortium, 
2017)  
Leadership 
Consortium, 
Foundation for 
Child 
Development 
Describes a 
unifying 
conceptual 
framework  
Four leadership 
categories, 10 
subcategories, four 
levels, and 57 
competencies  
 
- People  
- Relationship  
- Business  
- Entrepreneurial 
(OHS, 2017b) Office of Head 
Start  
Describes 
competency-based 
leadership 
framework for 
program directors 
and managers 
Three categories with 
17 competencies 
- Partnerships 
- Administrative 
- Pedagogical 
 
Note. *This framework contains hundreds of identified competencies, so only those determined to be 
relevant to leadership were provided in Table 1. 
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18 subcategories, referred to as secondary categories.  The 18 secondary categories were 
broken into 79 sub-subcategories referred to as tertiary categories.  
All competency sources organized by author can be found in Appendix A.  An 
outline of the synthesis can be found in Appendix B.  Appendices B through E show the 
synthesis from most to least summarized.  A list of synthesized competencies based on 
the outline is found in Appendix C.  A comprehensive list of summarized but less 
condensed competencies organized by primary category is found in Appendix D.  The 
synthesis itself, which contains all of the competencies organized by primary, secondary, 
and tertiary categories can be found in Appendix E.   
To provide a model of how the synthesis categories for leadership are integrated 
and how they support early learning and brain development, a visual figure was created.  
Figure 2 is a model of how the leadership competencies work together to achieve the 
primary goal of the field—learning and optimal brain development for children (CDC, 
2007).  This framework consists of the primary categories described as follows: 
• Collaborative and inclusive leadership.  This category includes collaboration and 
team-building and relationship-building skills, skill in communication with diverse 
colleagues and stakeholders, and conflict management skills.  This category also 
includes skill in creating equity and dismantling deficit views, inclusivity, and cultural 
competences. 
• Planning for optimal child outcomes includes a foundational focus on supporting 
healthy brain development.  This includes knowledge of curriculum, instructional 
leadership focused on early learning and brain development, and implementation and 
supervision of best practices for early childhood teachers.  This category is focused on 
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the promotion of cognitive development, lifelong learning skills, and social/emotional 
development (includes self-regulation), and physical development and health (IOM & 
NRC, 2015; Shonkoff et al., 2017).   
 
Figure 2. Model of early care and education leadership competencies framework.  
 
• Organizational and professional leadership includes all aspects of management, 
operations, policies, and finance.  This category also includes skills needed to create a 
supportive and professional workplace. 
• Inspirational leadership includes the abilities to motivate, inspire, create a shared 
vision, and build a followership.  This category also includes flexibility and creativity 
in implementing innovative and democratic leadership models. 
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• Systems thinking and transformational change includes the ability to build cross-
sector collaborations, utilize advocacy and political skills to create alliances, and 
understanding of public policy and systems building.  This category also includes an 
understanding of transformational change theory and an ability to drive 
transformation, facilitate, and manage change. 
If this synthesized competency model or one like it were a part of policy 
development regarding leadership for early care and education, leaders could be certified 
in various pathways through these competencies before they were hired to lead early care 
and education organizations.  These leaders would then be expected to consistently 
demonstrate the ability to ensure settings for children 0 through age 8 were high quality, 
inclusive, and ultimately promote healthy brain development for children. 
The field of early care and education cannot fulfill its promise for families and 
children without a profound system change (IOM & NRC, 2015).  Recommendations 
from researchers related to leadership competencies in early care and education include 
transformational systems changes such as standardizing career and education pathways 
for early childhood professionals, creating competency-based certifications for leaders, 
stabilizing funding for programs, increasing access for families, and providing pay scales 
equitable to those in K-12 organizations.  For leadership competencies such as those 
referred to in Figure 2 to be implemented systematically in developing quality 
organizations, the IOM report’s Blue Print for Change calls for a “collaborative systems 
change for the birth to age 8 workforce” (IOM & NRC, 2015, p. 504), which includes 
numerous recommendations and the following features of systems change efforts: 
• Efforts are grounded in professional competencies for child development and learning 
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• The workforce is comprehensively considered across settings, roles, and age ranges 
• Professional learning and practice for teachers and administrators are coordinated and 
comprehensive 
• Diverse stakeholders are collaboratively involved 
• Local contexts are carefully considered 
• Establishment of a backbone infrastructure is at the center 
• Effective leveraging of resources avoids duplication of efforts. 
Competencies for leadership and the pathways leading to them may be one way to 
begin this process of transforming and stabilizing the field of early care and education.   
Summary 
The literature reviewed here indicates that the field of early care and education is 
complex, fragmented, and in need of leaders with appropriate expertise (Goffin, 2015). 
For early care and education programs to be meaningful, of high quality, and aligned with 
what is known about early brain development, leaders and administrators must have in-
depth knowledge of best practices and the latest research and the skill to implement that 
knowledge (Ryan et al., 2011).  The current situation is quite the opposite; policymakers 
and administrators with no knowledge of the science of early care and education 
routinely make laws and policies and create systems changes that have serious and far-
reaching consequences for not only the field but also the children and families it serves 
(IOM & NRC, 2015). 
While there is research on the problems of the fragmented early care and 
education system, there is less information on what a new early care and education 
system would look like (Whitebook, Kipnis, et al., 2012).  Pathways to attain leadership 
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competencies for early care and education professionals are lacking, and there is not 
sufficient research on how the pathways would be constructed.  
In other words, a body of research has begun on leadership in early care and 
education that points to more specific work ahead.  Next steps include determining with 
stakeholders what skills and competencies should be taught.  An important precursor is to 
identify the competencies essential to early care and education leaders and determine 
which identified competencies will have the most impact on the field.  This is the 
purview of this research.  After this is addressed, it will be important to determine how 
leaders will be trained and how programs for leadership should be organized to focus on 
those competencies that have a transformational impact on the field. 
Chapter II provided an overview of the history of early care and education in the 
United States, past and current public policies and their impact, and a discussion of 
quality in early care and education.  The chapter concluded with an examination of 
leadership in early care and education, including pathways and competencies.  A 
potential framework of leadership competencies to consider as pathways to certification 
or credentialing was provided through a synthesis of research-based leadership 
competencies.   
Chapter III details the methodology used in this study.  A description of the 
specific methods, data collection procedures, and data analysis techniques are described.  
A discussion of the population, sample, and limitations of the study are also summarized.  
Chapter IV offers an analysis, explanation, and discussion of the results of the study.  
Chapter V consists of the key findings, recommendations, and implications for future 
research.   
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CHAPTER III: METHODOLOGY 
Overview 
This study was conducted using a Delphi methodology.  The design of this study 
was focused on determining what a panel of early care and education leadership experts 
perceive are the necessary competencies for systems leaders to possess to transform the 
early care and education field.  This Delphi study used a mixed-methods design.  A 
mixed-methods study is one that combines qualitative and quantitative techniques and/or 
data analysis within different phases of the research process (McMillan, 2010).  
Qualitative data were obtained in the form of open-ended narrative responses for 
Research Question 1 in Round 1.  Quantitative data were obtained for Research Question 
1 using a Likert scale to measure importance in Round 2.  Quantitative data were also 
obtained for Research Question 2 in Round 3 in the form of forced choices for 
competencies to measure impact.  Quantitative measures were used to determine 
significant differences through descriptive statistics to measure degree of agreement. 
Mixed methods allowed data triangulation and since the purpose of this study was to 
triangulate data to reach consensus, the mixed-methods approach was appropriate for this 
study (Creswell & Clark, 2007). 
Systems leaders are defined as those who lead educational, administrative, social 
service, policy, advocacy, and/or government organizations focused on early care and 
education or related fields.  They make policy decisions that determine whether outcomes 
for young children are successful and meaningful, such as program focus, 
implementation strategies, evaluation practices, and community engagement efforts 
(Shonkoff et al., 2017).  The research literature emphasized the need to transform the 
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current collection of dispersed programs into an organized and high-quality professional 
field of practice capable of producing breakthrough results.  Breakthrough results include 
optimal long-term learning and brain development outcomes for young children.  
Because there are no currently agreed-upon standards or competencies for systems 
leaders in early care and education, or a clear theory of leadership, expert opinions from 
the field of early care and education are critical to transform the field into an organized 
system of practice.   
The purpose statement and research questions of the study are reviewed in this 
chapter.  The methodology and research design are described including a discussion of 
the population, the target population, and the methods by which the sample was derived.  
Chapter III also provides information about the researcher’s data collection procedures, 
data analysis processes and research methods, creating a scaffold for the development of 
a robust and detailed methodology.   
Purpose Statement 
The purpose of this Delphi study was to identify the competencies that early care 
and education systems leaders should possess as perceived by a panel of early childhood 
leadership experts.  Systems leaders may lead educational, administrative, social service, 
policy, advocacy, and/or government organizations focused on early care and education 
or related fields.  They may make policy, budget, or funding decisions that impact young 
children through early care and education programs.  This study also identified which 
leadership competencies experts perceive will have the most impact on transformation of 
the field.  In addition, this study compared the expert Delphi panel responses about these 
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leadership competencies with a theoretical framework synthesized from the research 
literature. 
Research Questions 
The research questions for this study were  
1. What do early childhood leadership experts identify as the most important 
competencies early care and education systems leaders should possess? 
2. Of the leadership competencies identified, which do the expert panelists perceive will 
have the most impact on the transformation of the field into an organized system of 
practice? 
3. How do the leadership competencies identified by the expert panelists compare with a 
theoretical framework of competencies synthesized from the research literature? 
Research Design 
This study followed a mixed-methods Delphi approach.  Because this study was 
focused on seeking responses from early childhood leadership experts regarding themes 
and concepts related to the development of an emerging theory of leadership in early care 
and education, a Delphi approach was an appropriate methodology to use (Hasson & 
Keeney, 2011; Nowack, Endrikat, & Guenther, 2011).  Delphi methodology is often used 
in areas of research in which there are little or no reliable sources of data (Bhattacharya, 
2017).  Delphi is a methodology first initiated by the RAND Corporation as a way to 
elicit expert opinions in an anonymous way to promote honest responses not influenced 
by others in the room (Bhattacharya, 2017; Hasson & Keeney, 2011).  A Delphi study 
was appropriate because the purpose of the study was to evoke from leadership experts in 
the field information that does not currently exist.  
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Since the purpose of the study was to contribute to an emerging theory of 
leadership competencies in early care and education, Delphi aligns well because the 
technique is supposed to enhance creative thinking (Nowack et al., 2011).  It can, if 
implemented properly, provide a trustworthy and rigorous framework for collecting and 
aggregating expert opinions (Hasson & Keeney, 2011; Nowack et al., 2011).  Delphi 
studies combine informed opinions from a panel of experts and are relevant when there is 
little data and/or established theory (Bhattacharya, 2017).  The anonymity of a Delphi 
study provides the key advantages of free expression of views and a reduced likelihood of 
bias.  However, some researchers caution that care must be taken to avoid influencing the 
individual panelists’ views during the process (Bolger & Wright, 2011).   
A possible disadvantage of the Delphi approach is related to an ongoing debate 
over the definition of expert; therefore, the composition of the expert panel was a 
foundation of the rigor of the study and needed to be well defined and well considered 
(Keeney, Hasson, & McKenna, 2001).  The term, expert, has been defined variously as an 
informed person, a specialist in the field, or a person with expertise in a particular subject 
(Keeney et al., 2001).  The difficulty in developing a panel is to achieve a balance 
between impartiality and expert interest in the topic (Keeney et al., 2001).   
Delphi studies are conducted through a series of survey rounds, typically three 
(Hasson & Keeney, 2011; Nowack et al., 2011).  The purpose of a Delphi is “to elicit 
opinions and gain consensus” (Hasson & Keeney, 2011, p. 1697) from experts on the 
topic through three or more rounds.  More than three rounds are thought by some to have 
diminishing results, in part because it becomes difficult to maintain the panel’s interest 
(Yousuf, 2007).  Since panel attrition is considered a major contributor to bias in Delphi 
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studies, it is important to maintain interest and keep the return rate as high as possible 
(Helms, Gardner, & McInnes, 2017).   
Often, the first round of a Delphi study consists of an open-ended question or 
other types of idea generating prompts (Keeney et al., 2001; Skulmoski, Hartman, & 
Krahn, 2007).  The purpose of the first open-ended question or questions is to begin a 
process of brainstorming free opinions, ideas, or lists of issues to address (Skulmoski et 
al., 2007).  After each round, the data are aggregated, summarized, and sent back out to 
the group, which also gives the panelists opportunities to change, add to, or expand on 
previous answers (Skulmoski et al., 2007).  An iterative approach is employed to provide 
the panelists with an opportunity to modify their response based on the aggregate views, 
and it allows the researcher to come to a good estimate of the distribution of consensus 
views (Hasson & Keeney, 2011).  In this study, the consensus views of the Delphi panel 
were also compared to the theoretical competency framework synthesized from a review 
of the literature (see Appendices A through D).  See Table 10 in Chapter IV for the 
comparison.  
Commencing a Delphi study with open-ended questions is typical and appropriate 
in situations in which there is no accepted or validated list of issues or ideas for which 
consensus is desired (Yousuf, 2007).  One advantage of using open-ended questions is 
that they can elicit a broad range of unbiased responses, ideal for situations in which there 
is little information (Skulmoski et al., 2007).  Themes about important topics can be then 
developed from the responses.  One disadvantage of open-ended questions during the 
first round of a Delphi study is the possibility of an unwieldy number of items in 
subsequent rounds (Keeney et al., 2001; Skulmoski et al., 2007).  Some researchers 
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advise asking panelists to limit the number of responses.  The risk of too much 
information must be balanced with the risk that providing a predetermined list of 
competencies may (a) bias the expert panelists and (b) invalidate the study (Keeney et al., 
2001).  Open-ended questions were used for Round 1 of this study, and panelists were 
asked to limit their responses for each question to ten competencies. 
Consensus need not necessarily be a goal for a Delphi study, and there is at 
present no single accepted method to do so (von der Gracht, 2012).  Some experts on the 
Delphi method encourage researchers to consider levels of agreement rather than 
consensus (von der Gracht, 2012).  The researcher can define a level of agreement or 
consensus for a Delphi study, instead of simply stopping the study after a predetermined 
number of rounds.  Descriptive statistics can be used as a subjective analysis or formal 
measure of agreement (Diamond et al., 2014; Hasson & Keeney, 2011; von der Gracht, 
2012).  Descriptive statistics include measures of central tendency and measures of 
dispersion (also called variability or spread) and are the “values that organize and 
describe the characteristics of a collection of data, sometimes called a data set” (Salkind, 
2011, p. 465).  Descriptive statistics, therefore, were determined to be appropriate for the 
data analysis for this study.   
Simple descriptive statistics were used in this study to describe a specific level of 
agreement approaching consensus (Meijering, Kampen, & Tobi, 2013; Okoli & 
Pawlowski, 2004).  This research utilized descriptive statistics by calculating central 
tendency paired with calculations of dispersion to determine a level of agreement 
approaching consensus.  Measures of central tendency (mean and median) describe the 
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average or midpoint of the scores while measures of dispersion (standard deviation and 
inter quartile range) describe how much scores differ from each other (Salkind, 2011).  
Delphi methodology is aligned with the research questions for this study because 
there are currently no defined and accepted competencies for early care and education 
systems leaders and because the leadership of the future transformation of the field is a 
topic of debate and research.  The researcher chose a Delphi design for this study that 
aimed to find consensus among experts regarding competencies needed for early care and 
education systems leaders.   
Delphi methodology is aligned with the purpose of this study in the following 
ways: 
1. There are no agreed-upon standards or competencies for leadership in early childhood 
education.  
2. Since the field is dispersed and fragmented; a heterogeneity of opinions from experts 
would be beneficial to determine leadership competencies most needed for 
transformation of the field into an organized system. 
3. A Delphi study attempts to attain rigor and avoid bias through discovering whether a 
panel of experts develops a predefined consensus through open-ended questions and 
quantitative rounds.  
4.  The Delphi methodology allows the researcher to access the experience and informed 
opinions of leadership experts in the field through a practical and efficient method of 
collecting data as described below. 
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Classical e-Delphi 
This study was conducted electronically using a classical approach.  Classical 
Delphi studies are structured to provide controlled feedback in a manner that avoids face-
to-face influence or the dominance of influential experts or prevalent opinions (Gupta & 
Clarke, 1996, Meijering et al., 2013).  The first round of a classical Delphi is historically 
open-ended to prevent biasing the panel’s opinions with suggested ideas (Nowack et al., 
2011).  The open-ended questions in the first round of a Delphi study offer the 
opportunity for the panelists to explore, from their expertise and knowledge, possible 
options and futures (Gupta & Clarke, 1996).  In addition, classical Delphi methodology 
worked for this study because it served as a way for panelists to learn from each other 
and make decisions as a group (Nowack et al., 2011).  Gupta and Clarke (1996) stated, 
“As a cooperative learning exercise, the Delphi method embraces the philosophy that the 
whole is greater than the sum of its parts, thus facilitating team work and group decision 
making” (p. 186). 
The term e-Delphi means that the study was conducted electronically through a 
web-based survey (Hasson & Keeney, 2011).  Conducting Delphi studies electronically 
has become very popular, possibly eventually resulting in the obsolescence of mail and 
paper Delphi’s (Helms et al., 2017).  The advantages of online web-based surveys can 
include a reduction in costs, improved timeliness and response rates, increased 
accessibility for panelists, and assistance in data analysis (Helms et al., 2017). 
Disadvantages include possible ethical risks involving data storage and  
privacy and verification of the identity of the respondents (Helms et al., 2017).  
Additional risks can include respondents not receiving the surveys due to institutional 
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blocking of e-mails, resulting in a falsely low response rate.  These risks were mitigated 
through proper precautions taken by the researcher (Helms et al., 2017).  For this study, 
the researcher used a Brandman University e-mail account to prevent e-mails and surveys 
from being blocked.  Data were stored on a secure and password-protected computer. The 
researcher also followed up with panelists at the commencement of each round to ensure 
that they received the electronic surveys.   
Comparison with Theoretical Framework 
One way to enhance the validity of a Delphi study is to compare the findings with 
published research (Hasson & Keeney, 2011; Powell, 2003).  For this study, in order to 
strengthen and clarify the results, the findings were triangulated with a synthesis of 
competencies from the research literature.  The results from Round 3 were compared to 
the theoretical framework of synthesized competencies developed from a review of the 
research.  Round 3 provided the researcher an additional opportunity to compare the 
theoretical framework of competencies in terms of the competencies perceived to be most 
important for transformation of the field into an organized system of practice. 
Population 
A population for a research study is a group, such as a group of individuals who 
share a common characteristic (Creswell, 2015).  The population for this study was 
systems leaders in early care and education in the United States.  Systems leaders are 
defined as those who may lead educational, administrative, infrastructure, social service, 
policy, advocacy, and/or government organizations focused on early care and education 
or related fields (Goffin, 2007; IOM & NRC, 2015).  They may make policy, budget, or 
funding decisions that impact young children through early care and education programs 
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(IOM & NRC, 2015; Whitebook, Kipnis, et al., 2012).  Early care and education systems 
leaders have influence on the direction of the field. 
Because of the complex, disparate, and fragmented state of the current field, the 
systems leaders in this population may have arrived in their positions from a wide variety 
of starting points and represent a variety of agencies and roles (Goffin, 2007; IOM & 
NRC, 2015; Kagan & Cohen, 1997).  While leadership comes from numerous sectors and 
roles, the entire target population of leaders potentially influence the direction of the field 
(IOM & NRC, 2015).  The study was limited to professionals who were working in the 
field in the United States.  Because of the numerous organizations and systems that make 
up the early care and education field in the United States, a precise number of individual 
systems leaders is currently elusive.  The total number of individuals, systems, agencies, 
or initiatives is not known.  But to provide some context regarding numbers, available 
data were collected as examples.  The numbers provide a sense of the breadth of entities 
in which systems leaders may have oversight or be involved in creating policies, but they 
are not intended to be comprehensive. 
In the United States: 
• 24—number of states who have publicly funded, high-profile statewide early 
childhood initiatives, which each consist of regional and county-level collaboratives of 
unknown number, but likely several hundred (BUILD, 2014) 
• 44—number of state-level Quality Rating Improvement System grantees.  All of these 
organizations consist of regional or county-level consortia, total number unknown but 
likely several hundred (NCECQA, 2017) 
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• 50—number of national organizations with “systems-level influence” participating in 
the national Power to the Profession Collaborative (NAEYC, 2017) 
• 513—number of state-level early care and education agency contacts in the Center on 
Enhancing Early Learning Outcomes (CEELO) national directory (CEELO, 2018) 
• 600—approximate number of childcare resource and referral agencies (CCCR&R, 
n.d.) 
• 1,600—approximate number of Head Start grantees (NHSA, 2017) 
• 3,141 counties or county equivalents (U.S. Geological Survey [USGS], 2018).  Many 
counties administrate early care and education programs though it is unknown exactly 
how many county-level early care and education agencies exist. 
• 2 million plus—approximate number of teachers and caregivers in the paid in the early 
care and education workforce (Whitebook et al., 2016) 
• 250,000—approximate number of program-level early care and education 
administrators (site-based leaders by this study’s definition; Abel, Talan, & Newkirk, 
2017) 
These numbers are not intended to provide an accurate number of early care and 
education systems leaders in the United States but rather to provide a preliminary 
overview.  The total number of early care and education systems leaders is unknown, but 
they most certainly number in the thousands. 
Target Population 
A target population, theoretical population, or universe refers to the group of 
individuals to whom the researcher wishes to generalize his or her findings (McMillan, 
2010; Patton, 2015).  The target population is the available population from which the 
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researcher draws his or her sample (Creswell, 2015).  The target population for this study 
was early care and education systems leaders who have leadership expertise at the state or 
national level. 
Population Criteria for Selected Delphi Experts 
Determination of a panel of identified experts for a Delphi study in leadership in 
early care and education is possibly more complicated than in other educational arenas in 
which administrative leadership pathways and positions are already clearly defined.  
Choosing experts is a crucial step in creating a worthwhile study and is the topic of 
considerable debate (Keeney et al., 2001).  For the purposes of the Delphi portion of this 
study, the role of the expert was specified in detail as a clear definition enhances the rigor 
and trustworthiness of the study (Nowack et al., 2011).   
A flexible, multiperspective approach, with a focus on choosing panelists with 
differing perspectives and views is considered advantageous to creating heterogeneity of 
opinions in a Delphi study (Bolger & Wright, 2011; Nowack et al., 2011).  Heterogeneity 
in the panel selection is more likely to produce a broad spectrum of opinions, feedback, 
and fresh viewpoints, reducing the likelihood of bias (Bolger & Wright, 2011; Keeney et 
al., 2001).  Delphi methodology is also used when the panelists come from different 
arenas to protect individual views and voices (Brill, Bishop, & Walker, 2006).  This study 
was designed to obtain heterogeneity of opinion through creation of criteria and sampling 
strategies determined to be most likely to obtain a diversity of viewpoints.   
In this study, multiple aspects or qualifications for identified experts were created 
to include as many perspectives or frameworks as possible.  This is particularly important 
in the field of early care and education as there are not clearly defined pathways to 
 79 
leadership (Whitebook, Kipnis, et al., 2012).  Experience and knowledge of the early care 
and education field is considered a crucial factor in the quality and efficacy of leadership, 
so 10 years of experience was included as a criterion (Abel, Talan, & Masterson, 2017; 
Christian, 2014; Gonzalez, 2015).  For this study, the following criteria were created to 
select a heterogeneous but still expert panel.  Since the field does not have clear pathways 
to leadership, flexibility was established so that expert panelists could meet a rigorous 
criterion through multiple pathways.  For these reasons, panelists needed to possess a 
minimum of five of the following eight criteria to qualify for participation in the study.  
The list of criteria for the Delphi panel experts is provided in Table 2. 
• Criteria include individuals who hold leadership roles in national or state-level early 
care and education organizations.  This category includes leaders from state or 
national governmental agencies, nonprofit organizations, and educational entities.  
• National Association for the Education of Young Children (NAEYC), an important 
membership organization throughout the field 
• Master’s degree or higher with major course work, emphasis, or degree in early care 
and education or child development or related field 
• At least 10 years of professional experience in the field at any level 
• Experience serving as faculty for early childhood education or child development 
programs in institutions of higher education 
•  Systems-level leadership in an early care and education focused organization 
• Experience in working directly with young children, and/or directing in early 
childhood programs 
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• Representation of the four general regions of the United States: western states, 
northeastern states, southern states, and midwestern states (U.S. Census Bureau, 
2018). 
 
Table 2 
Criteria for Expert Panelists 
Individual expert panelists are required to have at 
least five of these criteria 
Criteria for panel as a whole 
 
• Individuals who hold leadership roles in 
national or state-level early care and education 
organizations 
• Systems leadership experience in making 
decisions about administrative, infrastructure, 
social service, policy, or advocacy positions in 
government or nonprofit organizations 
• Membership in NAEYC 
• Ten years of professional experience in the 
early care and education field at any level. 
• Master’s degree or higher with major course 
work, emphasis, or degree in early care and 
education or child development or related field 
• Experience working with young children in an 
early care and education setting or kindergarten 
• Experience directing early care and education 
programs 
• Experience teaching at the college level in early 
childhood education or related field. 
 
• 50% of panel members have experience in 
teaching young children and/or directing early 
childhood programs. 
• Panel representation includes, as much as 
possible, four general regions of the United 
States: western states, midwestern states, 
southern states, and northeastern states. 
 
 
 
Sample 
Purposeful sampling, according to Patton (2015), is a strength in qualitative 
studies just as random sampling is a strength in quantitative research.  Purposeful 
nonrandom sampling involves the selection of individuals who have the information 
needed to answer the particular question being investigated (Gill, Leslie, Grech, & 
Latour, 2013; Patten, 2012).  The terms purposeful and purposive have the same 
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meaning, but purposeful is used by Patton as a clearer and more user-friendly term 
(Patton, 2015).  Random sampling allows the quantitative researcher to feel confidence in 
both avoiding bias and in generalization to the larger population (Patton, 2015).  
Purposeful sampling, on the other hand, allows the qualitative researcher to learn in-depth 
information related to the purpose of the research through the study of “information-rich 
cases” (Patton, 2015, p. 264).  
Purposeful sampling is appropriate because the central question of the study 
requires specialized information-rich sources in order to gain in-depth understanding of 
leadership competencies (Hasson & Keeney, 2011).  Patton (2015) listed 40 purposeful 
sampling types organized into eight categories, including such options as comparison-
focused sampling, theoretical sampling, and snowball sampling.  Purposeful sampling is 
suggested when the purpose of the research is to “generate generalizable findings that can 
be used to inform practices, programs and policies” (Patton, 2015, p. 270).  And because 
the panelists are selected for their expertise, they cannot be selected randomly (Keeney, 
Hasson, & McKenna, 2006).  Purposeful sampling was used because the purpose of this 
study was to create or add to the creation of a generalizable set of early care and 
leadership competencies, which required information-rich, knowledgeable, representative 
expert sources. 
Purposeful Snowball Sampling 
To identify the Delphi panelists who met the criteria for the study, a subcategory 
of purposeful sampling called snowball or chain sampling was used.  Purposeful 
snowball sampling allows the researcher to ask members of a network or organization for 
referrals who fit the population criteria (Okoli & Pawlowski, 2004).  One referral leads to 
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another and another, resulting in a big snowball or long chain of potential experts (Patton, 
2015).  Purposeful snowball sampling was used for this study because it is considered an 
appropriate approach when looking for experts who are rich sources of information 
(Patton, 2015).  Given the narrowness and relative obscurity of the topic, purposeful 
snowball sampling was effective in finding appropriate panel members with expertise 
that aligned with the criteria developed for this study.  Panelists were contacted 
individually through e-mail or phone and through nominations from other experts or 
contacts at specific organizations.  
Purposeful Snowball Sampling Process 
A purposeful snowball sampling process was followed as outlined by Okoli and 
Pawlowski (2004), iterated by Gill et al. (2013) and Cadorin, Bagnasco, Tolotti, 
Pagnucci, and Sasso (2017).  The first step was to prepare a snowball sampling worksheet 
or grid to identify categories of experts (Table 3) and to avoid overlooking any important 
categories or disciplines (Okoli & Pawlowski, 2004).  Potential expert panelists should be 
sought through a nomination process using the research literature, organizations, and 
professional networks (Gordon, 1992).   
For this study, the referral, or link was the chair of the NAEYC’s Power to the 
Profession Collaborative because the task forces and stakeholders in this initiative are 
considered to have systems-level influence (NAEYC, 2017).  The chair provided referrals 
to the researcher that would be appropriate systems leaders according to the criteria 
described in this research study.  The researcher also received referrals from professional 
contacts.  After creating a list of names from these referrals, the researcher reached out to 
several of these professionals who provided additional nominations for the study.  The 
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researcher also reached out to the BUILD Initiative for nominations of experts who met 
this study’s criteria.  The BUILD Initiative is focused on early care and education 
systems building and supports an early childhood systems workgroup composed of 
national leaders with expertise in systems building.   
 
Table 3 
Snowball Sampling Nomination Worksheet  
Policy and research 
organizations 
National nonprofit early care and 
education-focused organizations 
Government early care and education 
entities 
 
Center for the Study of 
Child Care Employment 
 
NAEYC 
 
Office of Head Start 
WestEd—Center for Child 
and Family Studies 
Associate Degree Early 
Childhood Teacher Educators 
Early Childhood Personnel Center 
 
Center on Enhancing Early 
Learning Outcomes 
 
Child Care Aware of America National Association of Early 
Childhood Specialists in State 
Departments of Education 
Foundation for Child 
Development  
Council for Professional 
Recognition 
National Center on Early Childhood 
Quality Assurance 
Heckman Foundation 
 
Division for Early Childhood of 
the Council for Exceptional 
Children 
 
National Institute for Early 
Education Research 
National Association of Early 
Childhood Teacher Educators 
 
National Academy of 
Sciences 
National Association for Family 
Child Care 
 
National Scientific Council 
on the Developing Child 
Save the Children 
 
 
New America 
 
ZERO TO THREE   
Frank Porter Graham Child 
Development Institute 
First Five Years Fund 
 
 
 BUILD Initiative  
 TEACH Early Childhood 
National Center 
 
 National Association of Child 
Care Resource and Referral 
Associations  
 
National Head Start Association 
 
 
A list of experts was created through this nomination process, and a 
heterogeneous sampling matrix was used to ensure all required criteria were met.    
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Figure 3 outlines the complete purposeful snowball sampling process used in this study  
to identify experts. 
 
 
 
Figure 3. Process for purposeful snowball sampling to create expert panel for Delphi study. 
Adapted from “The Delphi Method as a Research Tool: An Example, Design Considerations and 
Applications,” by C. Okoli & S. D. Pawlowsi, 2004, Information & Management, 42(1), 15-29.  
 
 
An expert nomination worksheet was created to realize maximum diversity of 
leadership background for the Delphi experts (Table 3).  Expert nomination worksheets 
are recommended as a method to capture as many aspects of the field as possible (Okoli 
& Pawlowski, 2004).  The organizations were included on the worksheet through 
evidence of prominent and active involvement of early care and education organizations 
in various consortia and early care and education initiatives.  These organizations are 
among those considered to have influence on the early care and education field at the 
systems level (NAEYC, 2017).  Table 3 contains a list of potential nomination sources 
used in the snowball sampling process. 
A. Reach out to the 
heads of prominent 
organizations and 
identified “systems 
experts” in the early care 
and education field for 
referrals.
B. Prepare nomination 
worksheet
C. Purposefully identify 
experts through relevant 
organizations
D. Identify additional 
experts through 
snowball method.
E. Populate 
heterogenous sampling 
matrix with names, 
categorize and ensure all 
criteria are covered
F. Contact experts who 
met the requirements 
and
ask for referrals for 
additional nominations
G. Invite experts to 
panel and administer 
demographic survey to 
ensure they meet 
required study criteria 
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Heterogeneous Sampling 
To ensure that the criterion of educational and/or experiential backgrounds in 
early childhood education was included in the sample and to reduce the potential for bias, 
a heterogeneous matrix was created based on the selection criteria.  A matrix for 
heterogeneous sampling in a Delphi is considered a useful tool in ensuring that different 
perspectives or views on the topic are gathered (Gordon, 1992).  This matrix helped add 
flexibility and heterogeneity to the sample while at the same time ensuring that the panel 
as a group met the established criteria.  This matrix is designed to ensure that each 
criterion is met by one or more of the panelists and that each panelist meets at least five 
of the eight criteria (see Figure 4). 
 
Criteria Potential Panelists 
         
Panelists individually met at least five of the following eight criteria 
10 or more years of experience in the early 
care and education field at any level 
                  
Leadership roles in national or state-level 
early care and education organizations 
(Table 3).   
         
Master’s degree or higher with major course 
work, emphasis or degree in early care 
and education or child development, or 
related field 
                  
Member of NAEYC           
Systems leadership experience in making 
decisions about administrative, 
infrastructure, social service, policy, or 
advocacy positions in government or 
nonprofit organizations.  
         
Experience teaching at the college level in 
early childhood education or related field. 
         
Experience teaching and/or working with 
young children in early care and education 
program or kindergarten (target 50% of all 
panelists) 
         
Experience directing early care and 
education programs 
         
 
Figure 4. Heterogeneous sampling matrix. 
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Sample Size 
There are not clear parameters on sample size or sample selection in Delphi 
studies (Gordon, 1992).  In general, the larger the panel, the more reliable the consensus 
and the less potential for bias, keeping in mind that a very large panel can result in an 
overwhelming amount of data, but small sample sizes naturally run a larger risk of bias.  
(Hasson & Keeney, 2011).  In addition, in a Delphi study, heterogeneity of panelists is 
considered a more important factor in reducing bias but also requires a larger sample size. 
(Gill et al., 2013).  Delphi researchers have claimed that anywhere from eight to hundreds 
or even thousands are appropriate (Cadorin et al., 2017; Keeney et al., 2006).  But a 
sample size of five to 10 is often considered sufficient for homogeneous panels while a 
sample size of anywhere from 12-30 is recommended for a heterogeneous panel (Loo, 
2002).   
It is also worth noting that the process of selecting expert panelists is not meant to 
consist of statistically representative samples (Okoli & Pawlowski, 2004); instead, 
“representativeness, it seems, is assessed on the qualities of the expert panel rather than 
its numbers” (Powell, 2003, p. 378).  Since there are no clear guidelines on panel size and 
since there is not clear empirical evidence that the size of the panel ultimately affects 
validity and reliability, practical logistics and accessibility of experts often guide the 
researchers (Keeney et al., 2006; Powell, 2003). 
Also important in reducing bias is working to maintain a high level of response 
rate so that the bias of panelists only most interested in the results is avoided.  Analyses 
of Delphi studies shows that an average of 4.4 times the number of experts is invited than 
participates (Nowack et al., 2011).  However, it is also possible with intentional strategies 
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to maintain a higher rate (Keeney et al., 2006).  Following the guidance available from 
Brandman University and from the research on heterogeneous panels, 25 participants was 
established as the required minimum number to conduct this study.  The researcher 
contacted 36 identified systems experts, 28 of whom participated in the study.  A list of 
panelists and their organizations is found in Appendix F. 
Instrumentation 
The purpose of this Delphi study was to identify the competencies that early care 
and education systems leaders should possess as perceived by a panel of early childhood 
leadership experts and which competencies are most important to transform the field into 
an organized system capable of achieving optimal results for children.  The instrument 
for this study was developed in three parts, as follows. 
For Round 1, open-ended questions were modeled on an instrument developed by 
Dr. Stacie Goffin for the Center on Enhancing Early Learning Outcomes (CEELO; 
Goffin, 2013a).  The Round 1 instrument can be found Appendix G.  The open-ended 
questions are also described in the Round 1 instrument section later in this chapter.  The 
results obtained from Round 1 were used for the creation of a survey for Round 2.  
The Round 2 survey was created by aggregating and summarizing competencies 
resulting from Round 1.  Panelists were asked to rate the importance of the summarized 
competencies on a Likert scale.  The Round 2 instrument can be found in Appendix H. 
The Round 3 instrument was created from the results of the Round 2 analysis.  A 
list of competencies mostly highly rated according to the Likert scale from Round 2 was 
used to create a survey for Round 3.  The Round 3 survey asked panelists to choose the 
most important competencies for systems leaders to possess for transformation of the 
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field into an organized system of practice.  The Round 3 instrument can be found in 
Appendix I.  The following section details the creation of the multipart instruments. 
Round 1 Instrument 
Open-ended questions, as recommended in the research on effective Delphi 
studies, were used for Round 1 of this study.  The first round is intended as a creative 
brainstorming exercise.  Heterogeneous groups are found to be more creative than 
homogenous ones, and separating the groups at this point would only serve to constrain 
the number and quality of responses (Okoli & Pawlowski, 2004). 
The experts were asked to answer open-ended questions to create an unbiased list 
of competencies as perceived by the panel.  Open-ended questions for Round 1 of the 
study were modeled from an instrument developed by Dr. Stacie Goffin, a renowned 
expert on leadership in early care and education.  Dr. Goffin conducted research for the 
creation of an early care and education leadership academy for CEELO at the National 
Institute for Early Education Research (NIEER) at Rutgers University (Goffin, 2013).  
The purpose of the academy was to provide leadership training for leaders of state early 
care and education programs. 
The Round 1 instrument can be found in Appendix G.  Questions were selected 
based on the Research Question 1: What do early childhood leadership experts identify as 
the most important competencies early care and education systems leaders should 
possess?  Table 4 shows the open-ended questions that were adapted from Dr. Goffin’s 
questionnaire for the instrument used in Round 1. 
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The open-ended questions were sent to the panelists through a web-based survey 
link.  The first round of questioning consisted of the four open-ended questions above, 
definitions of key terms, and a brief description of the study. 
 
Table 4 
Open-Ended Questions for Round 1 Instrument 
# Round 1 Question 
 
1 
 
To the extent that leadership competencies and knowledge can be generalized, what would 
you consider as the most important leadership competencies, skills and knowledge for 
early childhood leadership (birth to age 8)? 
2 What new leadership competencies, skills, and knowledge have you had to acquire to be an 
effective leader in the early care and education field? 
3 What personal qualities do you think a systems leader in early care and education needs the 
most? 
4 Is there anything else you would like to add? 
 
Round 2 Instrument 
The Round 2 instrument was developed using the consolidated answers from the 
open-ended question from Round 1.  The Round 2 instrument can be found in Appendix 
H.  Answers collected from the Round 1’s open-ended questions were aggregated, 
summarized, and categorized by the researcher.  The instrument for Round 2 was based 
on the summarized answers and included all the answers provided by all panelists in the 
first round with duplicate answers removed.  The data were analyzed qualitatively and 
organized into themes using NVivo.   
Before the Round 2 survey was sent to panelists, the researcher returned their 
responses with the summarized and synthesized competencies so that they had an 
opportunity to confirm their agreement or disagreement with the overall organization and 
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summation.  This is because criteria in testing for completeness in coding and classifying 
data are to determine whether the sources of data or persons providing the data agree with 
the system of categories (Okoli & Pawlowski, 2004; Patton, 2015).   
The Round 2 survey consisted of aggregated and summarized competencies 
resulting from the analysis of Round 1 themes.  Participants were asked to rate the 
summarized competencies resulting from the NVivo analysis using a Likert scale.  Likert 
scales were invented in 1932 by Rensis Likert and are used to quantify individuals’ 
opinions and perceptions (Bishop & Herron, 2015).  Likert scales range from 5 to 7 
points and “range from a group of categories—least to most—asking people to indicate 
how much they agree or disagree, approve or disapprove, or believe to be true or false” 
(Allen & Seaman, 2007, p. 64).  Likert scales can collect data from four levels of 
measurement: nominal, ordinal, interval, and ratio.  Data from Likert scales can be 
misrepresented, and researchers debate the validity of various ways of analyzing the data, 
particularly as ordinal data (Allen & Seaman, 2007; Bishop & Herron, 2015).  The use of 
the Likert scale is appropriate for this research study because it provided panelists with 
scales that elicited a range of answers and perceived preferences or rankings of 
competencies.  
A 6-point Likert scale was used to avoid receiving neutral answers from panelists 
with 6 representing very important and 1 representing not at all important regarding their 
importance for leaders in early care and education, see Figure 5.  By avoiding a neutral 
center, panelists are forced to provide an opinion (Allen & Seaman, 2007).   
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1 2 3 4 5 6 
Not at all 
important 
Unimportant Slightly 
unimportant 
Slightly 
important 
Important Very 
important 
 
Figure 5. Likert scale for round 2 instrument. 
 
Round 3 Instrument 
Round 2 results were analyzed and compiled via quantitative analysis.  After 
analysis, the resulting list of competencies rated very important and important in Likert 
scale results were combined to create a third survey for the panel for Round 3.  Because 
the purpose of Round 1 was to elicit the most creative and diverse results possible, open-
ended questions were used.  Rounds 2 and 3, however, required narrowing, eliminating, 
and otherwise making judgments in order to attain consensus (Okoli & Pawlowski, 
2004).   
For a competency to be included in Round 3, it had to have been rated, utilizing a 
6-point Likert scale, as very important or important in Round 2.  The statistical definition 
for consensus for Round 2 was a minimum mean of 5 on the Likert scale of 1-6, a 
minimum median of five, and an interquartile range (IQR) of not more than 2.  If a 
competency did not meet this standard, it was not moved on to Round 3.  IQR is an 
accepted measure of dispersion and is an indication of the spread of the ratings among the 
panelists while both the mean and the median are measures of central tendency (Hasson 
& Keeney, 2011).  Combining these two measures is a generally accepted method of 
defining consensus in a Delphi study (von der Gracht, 2012).  If consensus had not been 
reached, then another round may have been necessary (Cadorin et al., 2017).  For this 
study, consensus was reached by the panel at the end of Round 2 as 65 competencies 
were rated important/very important.   
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To create the Round 3 survey, the competencies ranked important/very important 
by consensus in the Round 2 were presented randomly rather than in rank order to reduce 
bias in the order of listed items (Okoli & Pawlowski, 2004).  The panelists had the 
opportunity to review the data from the second round and alter their answers if desired.  
The survey asked them to choose, not rank, 20 competencies to answer Research 
Question 2: Of the leadership competencies identified, which do they perceive will have 
the most impact on the transformation of the field into an organized system of practice?  
The panelists were asked to choose competencies they believed would have the most 
impact on the transformation of the field.   
The results were analyzed quantitatively.  Consensus for Round 3 was defined by 
calculating the mean as a measurement of central tendency and the standard deviation as 
a measure of dispersion.  The Round 3 data results were collected in the form of number 
of “choices” for each competency.  Panelists were restricted to choose a maximum of 20 
competencies.  For a competency to be defined as important in Round 3, it needed to be 
at least one standard deviation over the mean of 5.  If no competencies had met this 
criterion, a second round may have been needed.  However, 14 competencies met this 
requirement, so no more rounds were necessary.  The Round 3 instrument can be found 
in Appendix I. 
Step-by-Step Process for Study 
The following section details the steps followed for the study as outlined in  
Figure 6.  These are similar to the steps suggested by Okoli and Pawlowski (2004). 
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Figure 6. Step-by-step process for conducting the classical e-Delphi study. Adapted from “The 
Delphi Method as a Research Tool: An Example, Design Considerations and Applications,” by C. 
Okoli & S. D. Pawlowsi, 2004, Information & Management, 42(1), 15-29. 
 
Step 1.  Panelists were identified using the criteria and sampling procedures 
outlined in Figure 3. 
Step 2.  Prior to launching Round 1, the potential expert participants were invited 
to participate and sent an e-mail that included links to background information about the 
survey.  If they consented to participate, they were sent a link to a demographic survey 
(Appendix J) to ensure they each had met the criteria from the heterogeneous matrix for 
each panel (Figure 3).  Those who met the criteria were sent an e-mail invitation and 
consent form with a description and purpose of the study (Appendix K).  The researcher’s 
contact information was provided, and participants were encouraged to reach out for 
technical assistance or to ask questions about the research project.  An electronic 
informed consent notice was included which informed participants that their participation 
Step 1 - Identify 
Panelists who met the 
criteria 
Step 2 - Invite Panelists
Step 3 - Send out Round 
1 surveys
Step 6 - Send out Round 
2 survey 
Step 5 - Create Round 2 
survey
Step 4 - Analyze Round 
1 Data
Step 7 - Analyze Round 
2 surveys and create 
Round 3 survey
Step 8 - Send out Round 
3 survey
Step 9 - Analyze Round 
3 data
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was voluntary, their answers were anonymous, and they could cease their participation at 
any time.  
Participants accessed, reviewed, and signed the consent form (Appendix K) as an 
e-mail attachment before responding to the surveys.  They were also simultaneously sent 
a link to the Brandman University Research Participant Bill of Rights (Appendix L).  
They were informed that the researcher was trained in Brandman protocols and the 
Brandman University Institutional Review Board (BUIRB) requirements.  Those who 
met the criteria and returned the signed informed consent letter were included in the 
panel.  
Step 3.  Round 1.  Panelists were sent the Round 1 open-ended questions and 
detailed instructions through a web-based survey link immediately upon receipt of their 
signed consent form and completion of the demographic survey.  The Round 1 instrument 
can be found in Appendix G.  The first round of questioning consisted of three open-
ended questions designed to elicit informed answers regarding the central Research 
Question 1: What do early childhood leadership experts identify as the most important 
competencies early care and education systems leaders should possess? 
The first round was sent to the panelists recruited for the study via Google Forms. 
Panelists were given approximately 10 days to respond to the survey.  They were 
reminded about the deadline for responses via e-mail 1 day prior to the deadline. 
Panelists who had not responded by the deadline were contacted and encouraged to 
participate by the researcher and given more time to respond if needed.   
Step 4.  Analysis of Round 1 responses.  Answers were aggregated, 
summarized, and categorized by the researcher.  The second survey was developed based 
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on the summarized answers.  The data were analyzed qualitatively and organized into 
themes using NVivo.   
Step 5.  Creation of second survey for Round 2.  The second survey continued 
to address Research Question 1: What do early childhood leadership experts identify as 
the most important competencies early care and education systems leaders should 
possess?  The second survey consisted of aggregated and summarized competencies 
resulting from the analysis of Round 1 themes.  Panelists were also invited to provide 
feedback on whether they agreed or disagreed with the summarized competencies and 
categories based on their responses from Round 1.  The Round 2 instrument can be found 
in Appendix H. 
Step 6.  Round 2.  The purpose of the Rounds 2 and beyond in a Delphi are to 
achieve consensus or agreement through a controlled debate, so it is necessary for the 
researcher to guide the questioning (Gordon, 1992).  Round 2 should also provide an 
opportunity for participants to change their minds or add additional clarification as the 
purpose of the Delphi process is to change minds and reach consensus, so a space was 
provided to add additional competencies (Bolger & Wright, 2011).   
The survey for Round 2 asked panelists to rate the competencies using a 6-point 
Likert scale.  The Round 2 survey was sent to the panelists via e-mail 12 days after the 
last response was received from the first survey (see Appendix H for a copy of the 
survey).  Panelists were sent an e-mail letting them know that the survey was coming four 
days prior to the survey launch.  Panelists were asked to respond within 8 days and were 
sent up to three reminders.  Panelists returned their results via Google Forms, which 
automatically recorded the results.   
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Step 7.  Analysis of Round 2 responses.  After receiving the results of the Round 
2 survey, the researcher analyzed the results.  After determining which competencies 
were rated important/very important by the definition of a minimum mean equal to 5, a 
minimum median equal to 5, and an IQR at 2 or less, a survey was created for Round 3.   
Step 8.  Round 3.  To create the Round 3 survey, the competencies ranked 
important/very important by the study’s definition of consensus in Round 2 were 
presented randomly rather than in rank order.  The competencies were organized in two 
categories: knowledge and skills, and personal qualities and dispositions.  The panelists 
had the opportunity to review the data from the second round and alter their answers or 
otherwise provide feedback if desired.  In order to end up with a manageable number of 
important competencies at the end of Round 3, the panelists were asked to choose not 
more that 25% of the total competencies offered in Round 3.  This meant they were 
allowed to choose not more than 15 competencies from the knowledge and skills section 
and not more than five competencies from the personal qualities and dispositions section 
to answer Research Question 2: Of the leadership competencies identified, which do they 
perceive will have the most impact on transforming the field to an organized system of 
practice?   
The survey was launched to the panelists via Google Forms, and the panelists 
were asked to return their answers within 7 days via Google Forms.  The panelists 
received up to three reminders.  The Round 3 instrument can be found in Appendix I. 
Step 9.  Analysis of Round 3.  The purpose of Round 3 was to create a list of 
competencies to answer Research Question 2: Of the leadership competencies identified, 
which do they perceive will have the most impact on transforming the field to an 
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organized system of practice?  The survey results were analyzed quantitatively using 
Excel analysis functions to determine the level of consensus by measure of mean and 
standard deviation.  Those competencies that received ratings equaling or exceeding one 
standard deviation over the mean were considered to have a level of agreement high 
enough to be defined as consensus.   
Reliability 
Reliability is the ability of an instrument to produce consistent results. There are 
five different types of reliability: stability, equivalence, equivalence and stability, internal 
consistency, and agreement.  All of the different types of reliability relate to the common 
principle of consistency (McMillan, 2010).  To increase the chances that an instrument is 
reliable, more test or survey items are better than fewer.  This reduces the chance that 
ambiguous or guessed items will influence the results.  Testing the instrument by 
launching it multiple times allows the researcher to test the consistency of results and 
thereby test its reliability (Patten, 2012).  Some other ways to assure reliability of all the 
different types are to administer the test at two points in time to the same individuals, 
administer two different forms of the test (covering the same items) at the same time or 
different times to the same individuals, and administer the same instruments but conduct 
measurements using two or more observers (McMillan, 2010; Patten, 2012).  Results in 
all these cases would of course be compared. 
Every attempt was made to administer each survey in the same way, with the 
same directions, and with the same time frame (McMillan, 2010).  It was not possible to 
control for all conditions in a web-based survey, which is one of its disadvantages (Helms 
et al., 2017).  For example, panelists may have taken the survey at different times of day, 
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in differing circumstances, and in differing physical states.  Panelists may not have 
updated browsers and software, which may hinder their ability to accurately see and 
respond to the survey (Helms et al., 2017).  However, these factors did not prove to be of 
significant issue or disadvantage in this study. 
Field-Test 
To test the reliability of each survey before launching it, it was administered to 
three volunteers who met the criteria in this study but were not included in the Delphi 
research study.  These field-tests tested the reliability of the instruments.  Included on the 
field-test expert panel were an expert who had experience in survey design and experts 
who knew the early care and education leadership research.  A high correlation of results 
and feedback from the field-testers indicates a high reliability (McMillan, 2010).   
The surveys were administered via Google Forms in the same manner they were 
given to expert panelists.  The field-test subjects provided feedback on the instruments to 
ensure test reliability.  The following questions were included: 
1. Were the instructions clear? 
2. Were any of the items ambiguous or irrelevant? 
3. Was there anything missing that you would include? 
4. Did you have sufficient time to answer the survey? 
5. Was the survey too long? 
Feedback from the volunteers was used by the researcher to revise the instruments. 
Validity 
While reliability is about consistent data, validity is about content. “Validity is 
more important than reliability” (Patten, 2012, p. 73).  It is possible to have an instrument 
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with high reliability but low validity, but it is not possible to create an instrument with 
high validity and low reliability.  An instrument must be both reliable and valid to be of 
any use.  For an instrument to be valid, it must cover the appropriate content and be 
directly related to the research questions.  It should also be generalizable to other people 
and places (McMillan, 2010).   
The first process to establish reliability was the literature review to determine 
what was already known about leadership in early care and education.  In addition, the 
Delphi panelists themselves had the opportunity to provide feedback regarding their 
agreement or disagreement with how their Round 1 answers had been summarized and 
categorized by providing them with their Round 1 answers and a place in the survey for 
them to comment.  To further establish validity, a separate panel of educational experts 
who were not included in the study was invited to review each survey.  Suggestions 
and/or modifications were made to the questions based on their feedback.  
Data Collection 
After approval by Brandman University’s Institutional Review Board, 
communications and surveys to panelists were sent via e-mail from the researcher’s 
Brandman University e-mail address to reduce the possibility of the surveys and 
communications landing in the respondents’ spam folders (Helms et al., 2017).  Google 
Forms were used to collect survey data.  Respondent e-mails and identifying information 
were collected, but respondents were assured of their anonymity from other panelists via 
the invitation and (confidentiality form) consent form in Appendix K.  Google Forms 
were sent to collect the data in an Excel file.  
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The expected timeline and schedule for each round was clarified in the initial 
communication.  Detailed instructions were provided with every round.  Every effort was 
made to minimize time between rounds, which is recommended in order to maintain the 
panel’s enthusiasm, allow panelists to plan and schedule their participation, and minimize 
attrition (Skulmoski et al., 2007).  The deadline for each round was set at 1 week after 
receipt of the survey link with 3 days between rounds for the researcher to prepare the 
subsequent survey based on responses from the previous survey responses.  The study 
took 1 month longer than the time estimate originally provided to the participants.  The 
time needed to receive all survey responses and the time needed to prepare each survey 
was greater than predicted. 
Data Analysis 
This study used mixed methods for analysis of results.  Qualitative analysis was 
used for the coding of results from Round 1.  Round 2 and 3 results were analyzed 
quantitatively and qualitatively as described as follows.   
Round 1 
The survey questions for Round 1 elicited a list of competencies and skills needed 
as perceived by the panelists.  The researcher compiled the results via qualitative coding 
analysis using NVivo software.  Themes were elicited by sorting similar competencies 
from all the various panelists together into categories for clarity and simplicity.   
To achieve interrater reliability, a second coder was recruited.  The coder’s 
qualifications included a doctoral degree in education and 15 years of experience in 
leadership in early childhood education.  The second coder checked the researcher’s 
organization of the data themes, and then these themes were compared with the 
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researcher’s themes.  For measuring interrater reliability, Stemler (2004) suggested that 
consensus estimates are useful when categories “nominal in nature and different levels of 
the rating scale represent qualitatively different ideas” (p. 2).  One way to compute 
consensus estimates is by simple percentage agreement, which is “calculated by adding 
up the number of cases that received the same rating by both judges and dividing that 
number by the total number of cases rated by the two judges” (Stemler, 2004, p. 2).  
Simple percentage agreement was the computational method used in this study for 
interrater reliability due to its simplicity and fit with the coding task.  A percentage 
agreement of 70% is a typical guideline found in the literature and was used as a 
minimum agreement target for this study which was met by the second rater (Stemler, 
2004). 
Round 2 
The results from Round 1 were used to create a list of competencies for the 
second set of survey questions.  The survey questions for Round 2 provided a rating of 
the importance of a consensus of summarized competencies from Round 1.  The answers 
were analyzed quantitatively and the mean, median, and IQR were calculated using Excel 
software.  The median provides an average of the responses and summarizes the data, but 
it does not distinguish between highly divided or skewed opinions (Patton, 2015).  The 
median is recommended when there are outliers in the data for its ability to measure 
central tendency (McMillan, 2010). 
The purpose of the Delphi method is to establish consensus among experts 
(Keeney et al., 2006).  While there is no clear guideline for establishing statistical 
consensus in Delphi studies, it is still important to offer an interpretation of the meaning 
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of consensus in the study (Keeney et al., 2001; Meijering et al., 2013; Powell, 2003).  
One acceptable method of determining agreement is through descriptive statistics (von 
der Gracht, 2012).  For this study, descriptive statistics were used and consensus 
agreement for Round 2 was defined by a median score of 5 (important) or above, a mean 
of 5 or above, and an IQR of 2 or below.  These criteria were established at the outset of 
this study with answers rated very important and important combined on the 6-point 
Likert scale.  The top competencies as indicated by median of 5 or above, mean of 5 or 
above, and IQR of 2 or below from the panelists were thereby determined and were 
moved on to Round 3 for the panelists’ review.   
Round 3 
The survey questions for Round 3 resulted in a list of competencies chosen by 
panelists as most important to answer Research Question 2: Of the leadership 
competencies identified, which do they perceive will have the most impact on 
transforming the field to an organized system of practice?  The panelists were asked to 
choose no more than 15 competencies from the knowledge and skills section of the 
survey and no more than five competencies from the personal qualities and dispositions 
section of the list synthesized from Round 2.  The results from this part of the survey 
were analyzed quantitatively using Excel analysis functions to determine which 
competencies could be defined as important by consensus of the panel.  To determine a 
meaningful level of agreement regarding which competencies were important, the results 
were analyzed quantitatively and the mean, median, and standard deviation were 
calculated using Excel software.  The competencies that qualified as important by 
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consensus were at least one standard deviation over the mean and can be found in Table 8 
in Chapter IV.   
Limitations 
There are limitations in all research designs.  The limitations of this study 
included a small sample size, which limited the ability to generalize to other populations 
of early childhood and education leaders and administrators.  The utilization of snowball 
sampling also limits generalizability (McMillan, 2010).  An inability to control the total 
experience of the panelists is another consideration (Helms et al., 2017).  For example, 
each of the panelists completing the research had somewhat different experiences 
depending on variables such as their internet browser, time limitations, and computer 
skills (Helms et al., 2017).  The researcher attempted to mitigate this by including the 
technological considerations and needed tools to complete the surveys.  The lack of a 
precise tool for listing competencies for early care and education also limited the study as 
a self-reported survey research may be less precise and prone to subject effects 
(McMillan, 2010).  It was also possible that there may have been unforeseen barriers to 
making sure that the surveys and communications were received by the panelists because 
of organizational e-mail protections and lost e-mails.  In addition, the study was limited 
to systems leaders located in the United States.  Because this study was conducted 
through nonrandom sampling, an additional limitation is that all regions of the United 
States were not evenly sampled. 
Summary 
Chapter III provided an overview of the study, a purpose statement, research 
questions, and research methodology and design.  A description of the population and 
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sample was provided in detail.  Data collection, instrumentation, validity, reliability, 
field-test considerations, procedures, and limitations of the study were discussed.  The 
chapter also provided rationale for instrumentation and data analysis tools and processes 
for organizing themes and eliciting consensus.  
Chapter IV presents an analysis of the findings of the classical e-Delphi panelists’ 
responses aligned with the research questions.  Chapter V describes the key findings, 
recommendations, and implications for action and future research.  
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CHAPTER IV: RESEARCH, DATA COLLECTION, AND FINDINGS 
Overview 
This chapter begins with the purpose statement and research questions followed 
by a brief description of research methods and data collection procedures.  The 
population and sample of the study are described.  Following this section is the 
presentation of data, which will include a description of the data collected for each of the 
two research questions through three rounds of surveys.  The chapter concludes with a 
summary.  
Purpose Statement 
The purpose of this Delphi study was to identify the competencies that early care 
and education systems leaders should possess as perceived by a panel of early childhood 
leadership experts.  Systems leaders may lead educational, administrative, social service, 
policy, advocacy, and/or government organizations focused on early care and education 
or related fields.  They may make policy, budget, or funding decisions that impact young 
children through early care and education programs.  This study also identified which 
leadership competencies experts perceive will have the most impact on transformation of 
the field.  In addition, this study compared the expert Delphi panel responses about these 
leadership competencies with a theoretical framework synthesized from the research 
literature. 
Research Questions 
The research questions for this study were  
1. What do early childhood leadership experts identify as the most important 
competencies early care and education systems leaders should possess? 
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2. Of the leadership competencies identified, which do they perceive will have the most 
impact on the transformation of the field into an organized system of practice? 
3. How do the leadership competencies identified by the expert panelists compare with a 
theoretical framework of competencies synthesized from the research literature? 
Research Methods and Data Collection Procedures 
This study used a mixed-methods Delphi approach to collect data from an expert 
panel through three rounds of anonymous surveys.  Round 1 collected qualitative data in 
the form of narrative responses to open-ended questions regarding competencies for early 
care and education (ECE) systems leaders.  Round 2 collected quantitative data from the 
panelists as they rated their synthesized answers from Round 1 regarding their 
importance on a 6-point Likert scale.  Round 3 also collected quantitative data to answer 
Research Question 2 and asked panelists to choose their top 20 competencies for 
transformation of the field into an organized system of practice. 
Methodology 
Because this study was focused on seeking responses from early childhood 
leadership experts regarding themes and concepts related to the development of an 
emerging theory of systems leadership in ECE, a Delphi approach was an appropriate 
methodology to use (Hasson & Keeney, 2011; Nowack et al., 2011).  It can, if 
implemented properly, provide a trustworthy and rigorous framework for collecting and 
aggregating expert opinions (Hasson & Keeney, 2011; Nowack et al., 2011).  The 
anonymity of a Delphi study also provided the opportunity for an open expression of 
views and a reduced likelihood of bias (Hasson & Keeney, 2011; Nowack et al., 2011).   
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Delphi studies are conducted through a series of survey rounds, typically three 
(Hasson & Keeney, 2011; Nowack et al., 2011).  The purpose of this Delphi was to elicit 
opinions from an expert panel and also to measure levels of agreement from experts on 
the topic through three or more rounds (Hasson & Keeney, 2011).   
This study started with open-ended questions, as is typical of a Delphi study.  
Often, the first round of a Delphi study consists of an open-ended question or other types 
of idea-generating prompts (Keeney et al., 2001; Skulmoski et al., 2007).  The purpose of 
the first open-ended question or questions is to begin a process of brainstorming free 
opinions, ideas, or lists of issues to address.  After each round, the data are synthesized 
and sent back out to the panelists while allowing them opportunities to change, add to, or 
expand on previous answers (Skulmoski et al., 2007).  In this study, the consensus views 
of the Delphi panel were also compared to a theoretical competency framework 
synthesized from a review of the literature as a way to further triangulate the data. This 
study was also modified from a typical Delphi in that Round 3 asked the panelists a 
different but related question than in Rounds 1 and 2.  
Delphi methodology is aligned with the research questions for this study because 
there are currently no defined and accepted competencies for ECE systems leaders and 
because the leadership of the future transformation of the field is a topic of debate and 
research.  The researcher chose a Delphi design for this study that aimed to elicit opinions 
from experts regarding competencies needed for ECE systems leaders.  Delphi 
methodology is aligned with the purpose of this study in the following ways: 
1. There are no agreed-upon standards or competencies for leadership in early childhood 
education.  
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2. Since the field is dispersed and fragmented, heterogeneity of opinions from experts 
would be beneficial to determine leadership competencies most needed for 
transformation of the field into an organized system. 
3. A Delphi study attempts to attain rigor and avoid bias through discovering whether a 
panel of experts agrees with the synthesis of competencies summarized in this study 
through a review of the literature.  
4.  The Delphi methodology allows the researcher to access the experience and informed 
opinions of leadership experts in the field through a practical and efficient method of 
collecting data as described as follows. 
Data Collection 
This study collected data through utilization of three electronic surveys created 
with Google Forms.  The Delphi process is iterative and can theoretically continue until 
consensus (as defined by the researcher) is reached, but more than three rounds may have 
diminishing results, in part because it becomes difficult to maintain the panel’s interest 
(Yousuf, 2007).  In this study, three rounds were conducted. 
Nominees were contacted between April 5, and April 19, 2018.  They were sent 
an introductory e-mail, and a link to details about the study.  Of 36 nominees contacted, 
31 agreed to participate in the study.  The 31 potential panelists were sent the consent 
form, Study Participant Bill of Rights, and link to the demographic survey upon receipt of 
an affirmative response.  Consent forms and demographic surveys were returned by 28 
panelists between April 20 and May 8, 2018 with 93% returned by April 28.  Panelists 
were sent up to three personalized reminders to return the consent form and demographic 
survey.   
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Round 1.  A link to the Round 1 Survey (Appendix G) was sent to each panelist 
via Google Forms immediately on receipt of the consent form and demographic survey 
completion.  The Round 1 Survey consisted of three open-ended qualitative questions 
asking panelists to list the competencies and qualities needed by ECE systems leaders.  
Panelists were sent up to three reminders to complete the Round 1 survey.  Round 1 
surveys were completed between April 23 and May 10, 2018 with a 100% return rate, or 
28 out of 28 returned.   
Round 2.  A total of 636 competencies were summarized and synthesized into a 
survey consisting of 96 competencies with duplicates eliminated.  All panelists were sent 
an individual e-mail with their Round 1 answers along with the Round 2 survey.  Their 
Round 1 answers were included so they had an opportunity to compare their answers with 
the synthesized competencies in the Round 2 survey (Appendix H).  Panelists were asked 
to rate each competency regarding its importance for Research Question 1 on a 6-point 
Likert scale.  Panelists were sent up to three reminders, and 27 of the 28 panelists 
completed this survey between May 22 and May 30, 2018. 
Round 3.  The researcher used the competencies rated as most important by the 
panelists in Round 2 to create the Round 3 survey.  In this survey, sent by link to a 
Google Form, panelists were asked to choose the competencies from the results of Round 
2 they felt were the most important for systems leaders to possess to transform the ECE 
field into an organized system of practice.  Panelists were asked to choose 20 of the most 
important competencies.  The surveys were completed between June 5 and June 15 with 
25 of the 28 panelists participating. 
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Population 
Creswell (2015) defined a population for a research study as a group, such as a 
group of individuals who share a common characteristic.  The population for this study 
was systems leaders in ECE in the United States.  Systems leaders are defined as those 
who may lead educational, administrative, infrastructure, social service, policy, 
advocacy, and/or government organizations focused on ECE or related fields (Goffin, 
2007; IOM & NRC, 2015).  They may make policy decisions about program focus, 
scaling of research-based interventions, classroom practices, and evaluation methods that 
determine whether outcomes are optimal and appropriate for young children’s 
development (IOM & NRC, 2015; Whitebook, Kipnis, et al., 2012).  ECE systems 
leaders have influence on the direction of the field. 
It is important to note that the population for this study, because of the complex 
and fragmented state of the current field, may have arrived in their positions from a wide 
variety of starting points and represent a variety of agencies and roles (Goffin, 2007; 
IOM & NRC, 2015; Kagan & Cohen, 1997).  Because of the vast number of 
organizations and systems that compose the ECE field in the United States, the total 
number of individuals, systems, agencies, or initiatives in the ECE field is not readily 
available.  This number is currently difficult to summarize due to the complexity of the 
current state of the field.  However, the researcher was able to gather relevant data using 
available numbers from disparate resources. 
For example, in the United States, there are 513 state-level ECE agency contacts 
in the Center on Enhancing Early Learning Outcomes national directory; approximately 
1600 of Head Start grantees; and 3,141 counties or county equivalents though it is 
 111 
unknown exactly how many county-level ECE agencies exist (CEELO, 2018; NHSA, 
2017; USGS, 2018).  There are approximately 250,000 program-level ECE 
administrators (site-based leaders by this study’s definition; Abel, Talan, & Newkirk, 
2017).  Additionally, there are 2 million+ teachers and caregivers paid in the ECE 
workforce (Whitebook et al., 2016).  While it is unwieldy to contain the numbers, there 
are certainly many thousands of systems leaders of various levels in the United States.  A 
target population refers to the group of individuals to whom the researcher wishes to 
generalize his or her findings (McMillan, 2010; Patton, 2015).  For this study, the target 
population was ECE systems leaders who had leadership expertise at the systems level in 
a variety of these organizations. 
Sample 
The process of selecting expert panelists is not meant to consist of statistically 
representative samples (Okoli & Pawlowski, 2004); instead, “representativeness,” it 
seems, is assessed on the qualities of the expert panel rather than its numbers” (Powell, 
2003, p. 378).  Since there are no clear guidelines on panel size and since there is not 
clear empirical evidence that the size of the panel ultimately affects validity and 
reliability, practical logistics and the accessibility of experts often guide researchers 
(Keeney et al., 2006; Powell, 2003).  For this study, the target number of panelists was 
set at 25.  This number was exceeded slightly as 28 panelists participated. 
To identify the Delphi panelists who met the criteria for the study, a subcategory 
of purposeful sampling called snowball or chain sampling was used.  Purposeful 
snowball sampling allowed the researcher to ask for referrals from networks or 
organizations that fit the population criteria.  Purposeful snowball sampling was used for 
 112 
this study because it is considered an appropriate approach when looking for experts who 
are rich sources of information (Patton, 2015).  Panelists were contacted individually 
through e-mail or phone and through nominations from their organizations or other 
experts or contacts at specific organizations.  Panelists had to meet the criteria in Table 2 
(reproduced here for convenience). 
 
Table 2 
Criteria for Expert Panelist 
Individual expert panelists are required to have at 
least five of these criteria 
Criteria for panel as a whole 
 
• Individuals who hold leadership roles in 
national or state-level early care and education 
organizations 
• Systems leadership experience in making 
decisions about administrative, infrastructure, 
social service, policy, or advocacy positions in 
government or nonprofit organizations 
• Membership in NAEYC 
• Ten years of professional experience in the 
early care and education field at any level. 
• Master’s degree or higher with major course 
work, emphasis, or degree in early care and 
education or child development or related field 
• Experience working with young children in an 
early care and education setting or kindergarten 
• Experience directing early care and education 
programs 
• Experience teaching at the college level in early 
childhood education or related field. 
 
• 50% of panel members have experience in 
teaching young children and/or directing early 
childhood programs. 
• Panel representation includes, as much as 
possible, four general regions of the United 
States: western states, midwestern states, 
southern states, and eastern states. 
 
 
Demographic Data 
Panelists were asked to complete a Demographic Survey (Appendix J) for this 
study to ensure that each panelist and the panel as a whole met the study criteria.  The 
Demographic Survey (Appendix J) asked panelists for information on their education, 
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professional activities, and geographic locations.  Though snowball sampling is 
nonrandom, the researcher still made efforts to find panelists in as many regions as 
possible.  In the end, the 28 panelists came from three of the four U.S. Census geographic 
regions (U.S. Census Bureau, 2018) and represented 11 states and Washington, DC.  
Because nominations became a part of the snowball referral, often referrals lived and 
worked in the same state as the person who referred them.  For example, 18% of the 
panelists were form North Carolina, 18% from California, and 11% of the panelists were 
from Hawaii in part because of the nomination process in which panelists who referred 
others often chose people who worked in their region.  Though potential panelists who 
met the criteria in the Midwest region were contacted, none consented to participate in 
the study.  It is not clear to the researcher why there were fewer candidates from the 
Midwest.  Perhaps there is a higher concentration of ECE systems leaders in the 
Northeast, South and West; or perhaps it is a random result of the snowball sampling 
process.  Table 5 shows a breakdown of the geographic distribution.   
The panelists represented a variety of ECE sectors, types of organizations, and 
focus areas, including state and federal agency leadership, social service organizations, 
consulting, and various infrastructure organizations.  Figure 7 shows the breakdown of 
the types of sectors and organizations represented.  The categories do not add up to 100% 
because panelists chose as many categories as they felt necessary in their demographic 
questionnaire responses. 
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Table 5 
Geographic Distribution of Panel 
State/region Number of panelists per state Percentage of panelists per state 
   
Northeast   
Massachusetts 2 7% 
Delaware 1 4% 
   
South   
Alabama 1 4% 
Florida 2 7% 
Washington DC 2 7% 
North Carolina 5 18% 
Oklahoma 1 4% 
Virginia 2 7% 
   
West   
California 5 18% 
Hawaii 3 11% 
Oregon 2 7% 
Washington 2 7% 
 
 
 
Figure 7. Organization, department, business, or focus. 
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Table 6 shows how the panel met the criteria for the study.  The panel as a whole 
exceeded the study’s target of 50% or more of panelists having experience with young 
children and/or having site-based leadership experience as 86% had experience with 
young children and 67% had site-based leadership experience.  The panelists had an 
average of 30 years of experience in the field.  In addition, 86% had systems leadership 
experience, 86% had state or national experience, and 71% had a master’s degree or 
higher in ECE or related subjects. 
To represent the numerous facets of professionals who work with young children, 
the criteria for experiences with young children included multiple aspects.  The 
demographic survey asked, “Do you have experience working directly with young 
children ages 0-8, (includes paid and volunteer work)?”  If a panelist answered yes to this 
question, a follow-up question asked them to explain their role.  Of the 24 panelists who 
had experience with young children, 17 had been ECE teachers, three had been early 
childhood special education teachers, three taught kindergarten, and two taught early 
primary grades.  Experiences also included speech therapy, child psychotherapy, social 
work, developmental specialist work, and volunteering.  Panelists worked with 
infant/toddlers, preschool-age children and early primary children.  The 19 panelists who 
had site-based leadership roles worked as lead teachers, coaches, mentors, master 
teachers, curriculum directors, site supervisors, ECE program managers or directors, 
executive directors, and principals/assistant principals.   
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Table 6 
Study Criteria Results for Panel as a Whole 
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% of 
panel 
 
 
67% 
 
86% 
 
86% 
 
86% 
 
61% 
 
82% 
 
71% 
 
96% 
# of 
panelists 
 
19 24 24 24 17 23 20 27 
Average # 
of years 
where 
applicable 
  6.2   7.5 12.5     30 years 
average  
 
Additional details about the panelists’ professional experience and education can 
be found in Appendix M.  Some examples of panelists’ experience and expertise include 
the following: 86% had a master’s degree in any subject, 43% had doctoral degrees, and 
64% had conducted research and/or published on the topic of leadership in ECE. 
Presentation and Analysis of Data 
Data were collected from the panel regarding competencies for ECE systems 
leaders through a series of three online surveys administered through Google Forms.  
Round 1 elicited open-ended responses from the panelists on their views and opinions 
about competencies for systems leaders.  Round 2 refined the list by asking panelists to 
rate each competency from the collective, synthesized list from Round 1 using a 6-point 
Likert scale.  This resulted in 65 competencies rated as important/very important.  Round 
 117 
3 went further to ask panelists to choose competencies from the Round 2 list that were 
most needed for systems leaders to transform the field into an organized system of 
practice. 
Research Question 1 
What do early childhood leadership experts identify as the most important 
competencies early care and education systems leaders should possess? 
Round 1.  For Round 1, panelists were asked three open-ended questions and a 
follow-up question, all focused on Research Question 1.  They could provide a maximum 
of 10 responses per question.  These are the questions, adapted from (Goffin, 2013a): 
1. To the extent that leadership competencies and knowledge can be generalized, what 
would you consider as the most important leadership competencies, skills and 
knowledge for early childhood leadership (birth to age 8)? 
2. What new leadership competencies, skills, and knowledge have you had to acquire to 
be an effective leader in the early care and education field? 
3. What personal qualities do you think a systems leader in early care and education 
needs the most? 
4. Is there anything else you would like to add? 
Panelists provided 636 responses to the Round 1 open-ended questions.  Many of 
the panelists provided similar responses.  In order to synthesize these data, the researcher 
used NVivo to elicit themes from these responses.  The answers from the separate 
questions were synthesized, duplicates were eliminated, and the answers were coded 
using NVivo analysis.  The coded summary from the NVivo analysis can be found in 
Appendix N.   
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Emerging themes on Research Question 1.  Table 7 is a synthesis of the first 
three open-ended questions from Round 1 in answer to Research Question 1.  Using 
NVIVO, Table 7 shows the synthesis of the panel’s submissions into 10 major themes of 
competencies and the numbers and percentage of submissions in each category within 
each theme.  The themes were arrived at by summarizing and synthesizing the panel’s 
submissions into categories and subcategories while at the same time attempting to retain 
the phrasing and intentions of the panelists.  The complete organization of themes and 
subthemes from Round 1 can be found in Appendix N.  Because of the large number of 
competencies that resulted from Round 1, these themes were used to organize the Round 
2 list of competencies to avoid overwhelming the panel.   
 
Table 7 
Themes and Numbers of Submissions per Theme 
Theme 
Total submissions 
per theme 
Percentage of submissions 
per item 
 
Personal qualities 
 
217 
 
  34.1% 
Organizational leadership 105   16.5% 
Systems thinking and knowledge   85   13.4% 
Communication and relationships   74   11.6% 
Inclusivity, equity, and openness   48     7.5% 
Collaboration and team building   38     6.0% 
ECE content knowledge and experience   35     5.5% 
Inspiration and shared vision   16     2.5% 
Adaptive leadership and change management   12     1.9% 
Focus on children and families     6     0.9%    
  Totals 636 100.0% 
 
The largest theme or category of competencies is found within personal qualities, 
at 217 or 34.1% of the competencies submitted.  The category of personal qualities 
included attributes or dispositions such as perseverance and empathy that the panelists 
 119 
felt were important for systems leaders.  The second most popular category is 
organizational leadership with a total of 105 submissions or 16.5%.  Organizational 
leadership included competencies related to administration of programs and 
competencies focused on creating a supportive workplace.  Systems thinking and 
knowledge yielded 85 submissions or 13.4% of the total to make it the third most popular 
theme.  Systems thinking included competencies for cross-sector collaboration, advocacy, 
policy, and skill in influencing policymakers.  The category communication and 
relationships was the fourth largest category at 74 submissions or 11.6% of the total.  
This category included competencies specifying communication, listening, conflict 
management, and relationship-building skills, among others.  Inclusivity, equity, and 
openness at 7.5% was the fifth largest category with 48 submissions and included 
competencies related to challenging inequity, being open to many perspectives, and 
developing cultural competence.  Collaboration and team building included 38 
competencies at 6% of the total.  ECE content knowledge and experience was close 
behind at 5.5% with 35 submissions and included both knowledge of child development 
and knowledge of the field.  The synthesized categories with the smallest number of 
submissions included inspiration and shared vision at 2.5% with 16 submissions, and 
adaptive leadership and change management with 12 submissions at 1.9% of the total, 
and finally focus on children and families with six submissions making just .9% of the 
total.  Table 7 provides the panel’s contributions as a synthesis of themes coded through 
an NVivo-supported analysis of the responses.  
Round 1 had a fourth open-ended question that was also focused on Research 
Question 1.  This fourth question of the participants was “Is there anything else you 
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would like to add?”  Of the 28 participants in Round 1, 11 submitted responses.  Some 
provided context and perspectives on the nature of leadership and leadership 
competencies or thoughts about the role of leadership in ECE.  The majority of comments 
had to do with ECE leadership.  For example, one panelist stated that when considering 
competencies for this field, leadership should be thought of in broader terms that were 
perhaps not related just to ECE specifically.  An ECE state systems leader said, 
I don’t necessarily think this question applies to just early care and education.  
Generally, these are leadership qualities that apply to most leadership positions.  I 
don’t list the need for ECE experience as being needed to be a strong ECE leader 
for that reason. 
When thinking about leadership, another ECE research systems leader 
commented, “Sorry my answers were so short.  There is so much to say!  There is a lot of 
‘content’ that individuals should learn about leadership, but I also have very strongly 
come to believe that it is the dispositions of leadership that matter the most.” 
A third retired systems leader panelist offered a perspective about the ECE field:   
Since I have retired, it has become clear to me how often the field operates in 
isolation.  The issues which the ECEC field sees as so obvious are not apparent to 
the general public. In order to achieve change the field must broaden its 
partnerships and continue to connect with the general public and the 
nontraditional partners such a business, health care, unions, and senior citizen 
groups. 
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Research Question 1  
What do early childhood leadership experts identify as the most important 
competencies early care and education systems leaders should possess?   
Round 2.  The Round 2 survey (Appendix H) provided additional data to respond 
to Research Question 1.  The Round 2 Survey consisted of 95 competencies sent to the 
panelists using NVivo to code themes that were summarized and synthesized from the 
636 Round 1 responses.  In Round 2, the panel rated 65 of the 95 possible competencies 
as important/very important. 
It took 8 days from the launching of Round 2 to receive responses from 27 of the 
28 original expert panelists, resulting in a 96.4% response rate.  Panelists were sent a 
“heads up” notice on Friday, May 18, 2018 that the Round 2 survey would be sent early 
in the following week.  A deadline of 7 days was requested at the time of the Round 2 
launch on May 22, 2018.  Panelists were sent up to three reminders, and only one panelist 
did not submit a response to the survey by May 30.  Panelists were sent a link to the 
survey through Google Forms.  The survey asked panelists to rate each of the 96 
competencies individually on a 6-point Likert scale with 6 representing important and 1 
representing not at all important.  Panelists were asked to rate each competency 
regarding its importance for ECE systems leaders to possess.   
The median, mean, and interquartile range (IQR) were calculated for the Likert 
scale responses and results can be seen in Table 8.  Table 8 shows the 65 competencies 
that were ranked as important or very important by the panel in Round 2 and that were 
advanced to Round 3.  Roughly two thirds or 68% of the competencies that made up 
Round 2 met the criteria for a rating of important to very important and were included in 
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Round 3.  The results show a high level of consensus and agreement on the competencies 
the panelists created from Round 1.  The IQR was 1 or less on 63 of the 65 competencies 
found to be important or very important, showing a small spread or variability among the 
panelists. 
Table 8 lists the 65 competencies, all of which were rated as important/very 
important by the panelists in Round 2.  In fact, no competency received an average mean 
of less than 4 or slightly important.  The competencies in Table 8 are listed in order of 
highest mean and median to lowest mean and median.  This table breaks the list into four 
levels, in segments equaling .25 of the mean.  The highest rated competencies, those with 
a mean of 5.75 or over and a median of 6, were listening, relationship, and partnership, 
value diversity, focus on children and families.  The next highest competencies with a 
mean of 5.5 to 5.75 and a median of 6 were manage and influence change, collaboration, 
communication, openness, vision, ethical practice, challenge inequity, reliability, 
decisiveness, and self-reflectiveness. 
Appendix O lists the 31 competencies from Round 1 that did not meet the criteria 
of the combination of a mean of 5 or above, a median of 5 or above, and an IQR of 2 or 
below to be rated as important or very important.  These competencies were not included 
in the Round 3 survey and compose roughly one third or 32% of the competencies 
included in the Round 1 survey.  The competencies in this section, though, are still rated 
as somewhat important to important by measure of the mean and median. 
Of the 27 panelists participating in Round 2, eight provided feedback to the open-
ended question at the end of the survey: 
Is there anything else you would like to add? (For example, are there additional  
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Table 8 
Round 2 Competencies Rated as Important or Very Important 
Rank 
order 
Name as listed in survey* Mean Median IQR 
Mean 5.75 to 6.00 
1 Listening: actively, deeply and respectfully listen to the 
perspectives of others  
5.85 6 0 
2 Relationship and partnership: understand the importance of 
relationships; ability to build strong, sustainable relationships and 
partnerships 
5.84 6 0 
3 Value diversity: inclusive; aware of differences; respect diversity 
and diverse perspectives, backgrounds and roles  
5.77 6 0 
4 Focus on children and families 5.77 6 0 
     
Mean 5.5 to 5.75 
5 Manage and influence change: respond to and manage 
organizational change   
5.69 6 1 
6 Collaboration: seek connection and motivate others to collaborate 
for the greater good  
5.65 6 0 
7 Communication: excellent written and oral communication skills 5.65 6 1 
8 Openness: nonjudgmental, flexibility in attitude and interest; open 
to, respectful and accepting of others’ positions and opinions 
5.65 6 1 
9 Vision: inspire others through building a shared vision, purpose 
and/or mission 
5.65 6 0 
10 Ethical practice: use professional ethics and other standards and 
guidelines in making decisions  
5.65 6 0 
11 Challenge inequity  5.58 6 1 
12 Reliability: reputation for good work, fairness, knowledge, 
persistence; trustworthy  
5.58 6 1 
13 Decisive: ability to make decisions 5.54 6 1 
14 Self-reflectiveness: self-aware, receptive to feedback and criticism 
to improve practice  
5.50 6 1 
     
Mean 5.25 to 5.5 
15 Quality: knowledge of the crucial components within a high-
quality early childhood system  
5.46 6 1 
16 Empower others: go beyond personal agenda and focus on others; 
inspire others to share ideas opinions; give others credit; 
motivational; acknowledge value of team/staff  
5.42 6 1 
17 Curiosity: growth mindset, life-long learner, intellectual curiosity, 
constant learning, take an inquiry stance, cultivate transformation 
and learning 
5.42 6 1 
18 Passion: commitment and dedication to children, families and 
workforce serving them  
5.42 6 1 
19 Perseverance: determination, diligence, persistence, resilience, 
“stick-to-it-ness,” willingness to work hard and persevere through 
challenges; driven  
5.42 6 1 
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Table 8 (continued) 
Rank 
order 
Name as listed in survey* Mean Median IQR 
 
20 
 
Systems impact: understand and analyze the many systems and 
issues that affect families, children, and practitioners in some way 
 
5.42 
 
6 
 
1 
21 Adaptability: flexibility; can think on one’s feet, able to 
compromise 
5.42    5.5 1 
22 Big picture: ability to see what’s beyond the surface; consider the 
larger picture; have a vision for the future  
5.42 5 1 
23 Clarity and focus 5.38    5.5 1 
24 Initiative: shows initiative, welcomes challenges as opportunities 
and is willing to take risks and accept challenges, setbacks and 
inertia 
5.38    5.5 1 
25 Persuade and influence: articulate early childhood systemic needs 
to local, state, and national policymakers  
5.38    5.5 1 
26 Convener: connect people with common interests and passions to 
build balanced, effective and powerful teams   
5.35 6 1 
27 Strategic and critical thinking  5.35    5.5 1 
28 Systems thinker: knowledgeable about and aware of systems and 
has skills as a systems thinker  
5.35    5.5 1 
29 Problem solver: persistent and optimistic problem-solver 5.35 5 1 
30 Diplomacy: has grace and ability to remain composed, think 
logically, and respond rationally 
5.35 5 1 
31 Appreciation and respect: communicate respectfully, show 
appreciation and acknowledgement, express gratitude 
5.31    5.5 1 
32 Facilitation: group and dialogue facilitation skills  5.31 5 1 
33 Conflict management: manage conflict and employ effective 
techniques for conflict resolution  
5.31 5 1 
34 Courage: leaders must have the courage to take a chance at times 
and try the unknown, the untested, the unpopular 
5.31 5 1 
35 Patient and thoughtful: systems leaders pause to think and consider 
before deciding; think about impact of one part of a system on 
another part  
5.31 5 1 
36 Cross-sector impact: encourage cross-agency collaboration focused 
on a shared vision  
5.31 5 1 
37 Systems change: develop and implement complex 
initiatives/systems change efforts 
5.27 6 1 
38 Questioning: committed to asking powerful questions of self, 
others, programs and systems; takes an inquiry stance 
5.27 5 1 
     
Mean 5.00 to 5.25 
39 Cultural intelligence, sensitivity, awareness, competence 5.23 5 1 
40 Data driven: strategic use of data;  5.23 5 1 
41 Humility: willing to reveal and acknowledge vulnerabilities and 
ask for help  
5.23 5 1 
42 Knowledge of policy and legislation: understand process and 
content of legislation, social issues, and public policy affecting 
young children and their families, across multiple programs  
5.23 5 1 
43 Adaptive leadership 5.19    5.5 1 
44 Knowledge of ECE research: stay current on research, trends and 
practices 
5.19 5 1 
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Table 8 (continued) 
Rank 
order 
Name as listed in survey* Mean Median IQR 
 
45 
 
Professionalism: attention to detail, organized, timely, prompt 
 
5.16 
 
5 
 
1 
46 Delegation: good at delegating; able to create clear roles and 
responsibilities  
5.16 5 1 
47 Team management: attention to detail for effective team 
management 
5.15 5 1 
48 Create safe AND brave spaces for people to share their stories 5.15 5 1 
49 Confidence: high level of confidence and self-efficacy while not 
being arrogant 
5.15 5 1 
50 Cross-sector skills and knowledge: strengthen networking skills; 
synthesize information from different sources and stakeholders  
5.15 5 1 
51 Communicate frequently to board and stakeholders 5.12 5 1 
52 Ability to work with other “leaders” who are not team players 5.12 5 1 
53 Knowledge of field: well-informed about the distinctive histories, 
policies, regulations, administration, and financing of ECE  
5.12 5 1 
54 Coach and mentor: mentor staff and build capacity; create 
pathways for growth and professional learning 
5.12 5 1 
55 Creativity: creative, original and innovative thinker and problem 
solver, able to create innovative solutions 
5.12 5 0 
56 Empathy: compassion and concern for others 5.12 5 1 
57 Engage with funders: develop relationships with local, state and 
national funders  
5.12 5 1 
58 Advocate for young children, families and practitioners   5.12 5 1 
59 Urgency: relentless focus on getting things moving (in field that 
does not typically move quickly!) 
5.08 5 2 
60 Child development and early learning: sound understanding of 
child development, developmental differences among children, and 
how children think and learn from birth to third grade  
5.08 5 2 
61 Optimistic: joyful, sense of fun and delight, positive attitude in 
thinking and actions  
5.08 5 1 
62 Broaden partnerships: connect to the general public; broaden 
partnerships and build unlikely alliances with nontraditional 
partners  
5.08 5 1 
63 Going beyond: willingness to work beyond the needs of your 
organization to serve the good of the system  
5.04 5 0 
64 Perspective: does not let the perfect get in the way of the good, let 
go and move on 
5.00 5 0 
65 Finance and funding: expertise in the economics and finance of 
ECE programs and systems 
5.00 5 1 
 
Note. *Terms before the colon were bolded and larger in the survey.  Terms after the colon were small and 
unbolded. 
 
 
competencies you feel are missing, including new ideas or ideas previously submitted but 
not well represented here?  Do you have any feedback or questions?) 
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The feedback from the eight panelists fell into three general categories:              
(a) comments related to the task of the survey, including wording or the theme 
organization, (b) comments that provided additional context to the panelist’s answers, 
and (c) comments that provided additional thoughts on competencies.  Example 
comments from two of the eight panelists who returned feedback are provided.  
A national leader in the field of ECE noted thoughts about the terminology of the 
competencies and the possible impact on ratings: 
Some of the terminology is current lingo that may not be universally     
recognized . . . and may also shift responses toward one end of the            
spectrum. . . . Truly, how can one disagree with many of the statements? . . . 
Therefore, can the data collected provide a realistic view of leadership . . . 
Thanks! 
Another national leader ECE panelist said, 
I found responding to this survey challenging on several fronts.  Most significant 
for me was the absence of context.  In my view, effective leadership, including 
knowledge, skills, and attributes, vary by the context in which leadership is being 
exercised in conjunction with the nature of the leadership work being exercised.    
. . . The significance of the overarching categories that framed the competencies, 
therefore, do not, to my way of thinking, have equal weight, which complicated 
the rating process for me. 
These comments attest to the complexity of the rating task asked of the panelists.  
Some panelists may have felt that all the competencies listed were relatively equally 
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important, and others may have felt some ambivalence when thinking about context, 
categorizations, and their own perceptions of the roles of systems leaders.   
Research Question 2 
Of the leadership competencies identified, which do the expert panelists perceive 
will have the most impact on the transformation of the field into an organized system of 
practice? 
Round 3.  To ensure that the goal of Round 3 (Appendix I) was as clear as 
possible, specific instructions were provided to the panel, including the definitions from 
the research terminology intended to offer the panelists with a common understanding of 
the survey.  These instructions are included in Appendix I.  The Round 3 survey was 
created from the 65 competencies rated as important/very important in Round 2.  Round 
3 was designed to determine what competencies the panelists perceived were important 
for impact on transformation of the field into an organized system of practice.   
For Round 3, panelists were asked to make choices and were restricted to 20 
competencies on the number of choices they could make.  The Round 3 competencies 
were organized into two categories: knowledge and skills, which contained 42 
competencies and personal qualities and dispositions, which contained 21 competencies 
from Round 2.  Panelists were asked to choose up to 15 competencies from the 
knowledge and skills section and up to five competencies form the personal qualities and 
dispositions section, giving each panelist 20 total choices with which to choose from 65 
competencies.  Panelists were not asked to rate or rank the competencies they chose.  
Competencies within each category were organized randomly.  The survey was sent to 
the 27 expert panelists who responded to Round 2 on June 5, 2018.  Panelists were sent 
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up to three reminders, and 25 panelists returned the surveys by June 15, 2018, resulting in 
a 92.6% response rate.  
Table 9 displays the top results of the Round 3 survey.  The competencies are 
rank ordered from highest to lowest number of panelist choices.  Table 9 displays the 14 
competencies in this study that, according to the definition of one standard deviation over 
the mean, show very strong to moderate agreement.  Of the 14 competencies that are 
listed in Table 9, 12 come from the knowledge and skills category, and two come from 
the personal qualities category of the Round 3 survey. 
Because panelists had 20 choices each and there were 25 panelists in this round, 
the total number of choices available was 500.  The top three competencies by choice for 
Round 3 were systems thinker at 21 with 84% of the panelists choosing that competency.  
Big picture perspective received the second highest number at 19 with 76% of panelists 
choosing that competency, followed by commitment to equity at 17 with 68% of panelists 
choosing that particular competency.  The complete Round 3 results can be found in 
Appendix P. 
In the analysis for Round 3, the mean and the standard deviation were used as a 
measure of agreement.  Mean and standard deviation are used for analysis of Round 3 
rather than median and IQR because numbers of choices for each competency were 
counted but not rated.  The number of choices available for each of the 63 competencies 
was 500/63 = 7.9 rounded to 8, which is also equal to the median.  The mean of 8.7 
provided a statistical midpoint from which to determine a level of agreement.  The 
competencies that are located closer to the mean indicated a lack of agreement or low 
level of consensus. 
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Table 9 
Competencies With Strong or Moderate Agreement 
Freq. 
% of 
panelists 
KS or 
PQ* 
Competencies needed for systems leaders to impact the transformation of 
the field into an organized system of practice. 
Very strong agreement 
 
21 
 
84% 
 
KS 
 
Systems thinking: knowledgeable about systems and has skills as a 
systems thinker; understands how systems and issues affect families, 
children, and practitioners 
19 76% KS Big picture perspective: ability to see what’s beyond the surface; consider 
the larger picture; have a vision for the future 
Strong agreement 
 
17 
 
68% 
 
KS 
 
Commitment to equity: challenge inequity, fairness, social justice and 
equal opportunity; dismantle deficit views 
16 64% KS Knowledge of policy and legislation: understand process and content of 
legislation, social issues, and public policy affecting young children and 
their families, across multiple programs 
15 60% KS Collaboration: able to foster cooperation and collaboration—and know the 
difference; seek connection and motivate others to collaborate for the 
greater good 
15 60% KS Knowledge of the field: well informed about the distinctive histories, 
policies, and financing of ECE; understand ECE’s complexities and co-
existing perspectives as a field of practice, including the influences and 
policies that have the most impact on the early childhood system 
15 60% KS Focus on children and families: keep children and families at the heart of 
decision-making 
15 60% KS Vision: inspire others through building a shared vision, purpose and/or 
mission 
15 60% PQ Courage: leaders must have the courage to take a chance at times and try 
the unknown, the untested, the unpopular 
14 56% PQ Perseverance: determination, diligence, persistence, resilience, willingness 
to work hard and persevere through challenges; driven 
Moderate agreement 
 
13 
 
52% 
 
KS 
 
Relationships: understand the importance of relationships; ability to build 
strong, sustainable relationships and partnerships for successful systems 
work 
13 52% KS Data skills: data driven; strategic use of data; base decisions on what is 
proven to support young children and families 
13 52% KS Strategic and critical thinking skills 
13 52% KS Influence and persuasion: articulate early childhood systemic needs to 
local, state, and national policymakers 
 
Note. KS—Knowledge and skills, PQ—Personal qualities and dispositions 
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One standard deviation above or below the mean indicated a high level of 
agreement for this study.  One standard deviation below the mean was 3.6, or four 
choices from the list, and one standard deviation above the mean was approximately 13.8, 
or 14.  Two standard deviations above or below the mean indicated a very high level of 
agreement.  Two standard deviations above the mean was equal to 19.  Competencies that 
existed within one standard deviation on either side of the mean indicated a low level of 
agreement. 
Figure 8 is a color-coded graphic that provides a visual representation of 
indication of agreement level for each competency in Round 3.  In Figure 8, 
competencies in dark blue show a high to very high level of agreement regarding the 
competency’s importance.  Competencies in medium blue show a moderate level of 
agreement regarding the competency.  Competencies in light blue indicate no or low 
agreement from the panel.  There are 10 competencies on which the panel strongly or 
very strongly agreed and four on which they moderately agreed.  The remaining 
competencies either had low or no agreement or strong or moderate agreement that they 
were not needed. 
In Figure 9, the five competencies that were rated most highly in both rounds are 
found in the intersection of the Venn diagram.  These five competencies focus on 
children and families, relationships and partnerships, collaboration, vision, and 
commitment to equity were found to have a consensus from the panel as important 
competencies for both systems leaders in general and for transformation of the field into 
an organized system of practice. 
 
  
1
3
1
 
          High level of agreement 
              
             Moderate level of agreement 
 
             Low agreement 
 
KS – Knowledge and Skills  
PQ – Personal Qualities 
 
Figure 8. Round 3 agreement levels. 
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Figure 9. Comparison of most highly rated competencies from Rounds 2 and 3. 
 
 
Research Question 3 
How do the leadership competencies identified by the expert panelists compare 
with a theoretical framework of competencies synthesized from the research literature? 
In order to enhance the validity of this Delphi study, the themes that emerged 
from Round 1 and continued through Round 3 were compared with the findings with 
published research discussed in Chapter II and Chapter III (Hasson & Keeney, 2011; 
Powell, 2003).  The analysis presented here was completed to answer Research Question 
3.  Figure 2 from Chapter I is reproduced here for convenience. 
Top Competencies found 
in both rounds 
 
• Focus on children and 
families 
• Relationship and 
Partnerships 
• Collaboration 
• Vision 
• Commitment to equity 
Round 3 - Top 
Competencies for 
impact on 
transformation 
 
• Systems Thinking 
• Big picture 
perspective 
• Knowledge of the 
ECE field 
• Knowledge of policy 
and legislation 
• Courage 
• Perseverance 
• Data Skills 
• Strategic thinking 
• Influence and 
Persuasion 
 
Round 2 – Top 
Competencies for Systems 
Leaders 
 
• Listening 
• Values Diversity 
• Manage and Influence 
Change 
• Communication 
• Openness 
• Ethical practice 
• Reliability 
• Decisiveness 
• Self-reflectiveness 
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Figure 2. Model of early care and education leadership competencies framework. 
 
Table 10 compares the theoretical framework (TF) synthesized from the research 
literature in Chapter II with the coded themes from Rounds 1 through 3.  Merging themes 
and competencies from Round 2 creates an identical structure to the theoretical 
framework that allows the individual competencies to be compared for similarities and 
differences.  It is important to note that the theoretical framework comprises 
competencies from sources for leaders in ECE while the study was focused on 
competencies for ECE systems leaders. 
  
 134 
Table 10 
Theoretical Framework Compared With Themes From Study 
Theoretical framework (TF) 
categories and summarized 
competencies (see Appendix C) 
Round 1 and 2 themes and 
summarized competencies 
Round 3 summarized 
competencies 
 
Collaborative and inclusive 
leadership 
  
Collaboration and team building Collaboration and team building  Collaboration 
Communication and relationships Communication and 
relationships  
Relationships 
Conflict management   
Inclusiveness and equity Inclusivity, equity, and openness Commitment to equity 
   
Inspirational leadership   
Personal qualities Personal qualities Courage 
Perseverance 
New models of leadership   
Inspiration and vision Inspiration and shared vision Vision 
   
Organizational and professional 
leadership 
Organizational leadership  
Finance, legal, and compliance    Managing budgets  
Professional and supportive 
workplace 
Supportive workplace  
Management skills Administrative and management Strategic and critical 
thinking skills 
Operations and policies   
   
Planning for optimal child 
outcomes 
 Focus on children and 
families 
Content experience and 
knowledge 
ECE content knowledge and 
experience 
 
Program planning, assessment, 
and data  
Data skills Data skills 
Pedagogical leadership   
   
Systems thinking and 
transformational change 
Systems thinking and knowledge Systems thinker 
Big picture perspective 
Cross-sector collaboration Cross-sector skills and impact Knowledge of the field 
Advocacy, politics, and public 
policy 
Advocacy, policy, legislation Knowledge of policy and 
legislation 
Influence and persuasion 
Transformational change Adaptive leadership and change 
management 
 
 
 
Appendix Q provides a complete list of competencies and a comparison of the 
similarities between the theoretical framework and Round 2 using the merged themes.  
Figures 10 through 14 provide diagrams that illustrate the overlap of competencies 
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between the literature (theoretical framework) and the expert panel (Round 2).  The 
strongest correlation of the theoretical framework categories across all three rounds of the 
study occurs within the themes of collaborative and inclusive leadership, inspirational 
leadership, and systems thinking and transformational change.  Figure 10 illustrates the 
comparison between the study and the research for the category collaborative and 
inclusive leadership.  Bolded competencies represent those that were highly rated in 
Round 3. 
 
 
Figure 10. Collaborative and inclusive leadership comparison of study to theoretical framework. 
 
 
Round 2 shows a 73% match with the competencies from the theoretical 
framework.  In Round 3, three competencies (written in bold) related to the collaborative 
and inclusive leadership category had moderate to strong agreement regarding 
 
73% Similarity  
(Round 2 compared  
to theoretical framework [TF]) 
 
• Facilitation 
• Team management 
• Convener 
• Collaboration 
• Communication 
• Listening skills 
• Conflict management 
• Relationship and partnership 
• Inclusive and values diversity 
• Cultural intelligence 
• Commitment to equity 
 
STUDY 
 
• Create safe AND 
brave spaces  
• Open and 
nonjudgmental 
• Ability to work 
with other 
“leaders” who are 
not team players 
• Communicate 
frequently to board 
and stakeholders 
 
Theoretical 
Framework (TF) 
 
• Faces Privilege 
• Engages families 
• Utilizes shared 
decision-making 
skills 
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importance to systems leaders for impact on the transformation of the field into an 
organized system of practice.  Commitment to equity and collaboration had a strong 
agreement, and relationships and partnerships showed moderate agreement.   
Figure 11 shows how the category systems thinking and transformational change 
compared between the research literature and the study.  The area of overlap in the Venn 
diagram lists the competencies that were found in both the research literature and the 
study. 
 
 
Figure 11. Systems thinking and transformational change comparison of study results to 
theoretical framework. 
 
 
Round 2 shows a 63% match with the competencies from the theoretical 
framework for this theme.  No competencies from the theoretical framework were left 
unmatched to the study.  In Round 3, the competencies systems thinking and big picture 
63% Similarity  
(Round 2 compared to TF) 
 
• Systems thinker/systems 
impact 
• Knowledge of policy and 
legislation 
• Influence and persuasion 
• Advocacy 
• Cross-sector skills/impact 
• Adaptive leadership 
• Manage and influence change 
• Systems change 
 
TF 
100% of competencies 
matched with Study 
STUDY 
 
• Willing to go 
beyond immediate 
needs 
• Big picture and 
vision for future 
• Finance and 
funding 
• Engage with 
funders 
• Broaden 
partnerships 
• Urgency 
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perspective had the strongest degree of agreement from the panel regarding importance to 
systems leaders for impact on the transformation of the field into an organized system of 
practice.  The competency knowledge of policy and legislation had strong agreement, and 
the competency influence and persuasion was included with a moderate level of 
agreement. 
Figure 12 illustrates the comparison for the theoretical framework theme 
inspirational leadership.  This category includes the study themes personal qualities and 
inspiration and shared vision.   
 
 
Figure 12. Inspirational leadership—Comparison of study to theoretical framework. 
 
 
Round 2 competencies show a 55% similarity to competencies from the 
theoretical framework.  In Round 3, the competency vision was rated as having strong 
 
55% Similarity  
(Round 2 compared 
 to TF) 
 
• Inspire others through 
shared vision 
• Adaptability 
• Confidence 
• Creativity and innovation 
• Curiosity and learning 
• Empathy 
• Humility 
• Initiative 
• Perseverance and 
resilience 
• Self-reflective 
STUDY 
• Appreciation and 
respect 
• Clarity and focus 
• Courage 
• Diplomacy 
• Optimism 
• Passion 
• Questioning 
•Reliability 
• Patient and 
thoughtful 
 
TF 
• Acts as a role model 
• Builds a followership 
• Is authentic 
• Is intentional 
• Is transparent 
• Is trusting 
• Is visible 
• Is vulnerable 
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agreement among the panel regarding its importance to systems leaders for impact on the 
transformation of the field into an organized system of practice.  In addition, two 
personal qualities persisted as agreed-upon competencies in Round 3 with courage rated 
as having strong agreement from the panel and perseverance closely behind with 
moderate agreement. 
Figure 13 shows the organizational and professional leadership theoretical 
framework category and the comparison of the study results with the synthesis of the 
research literature.  The competencies from Round Two were 56% similar to the 
competencies from the theoretical framework. 
 
Figure 13. Organizational and professional leadership—Comparison of study to theoretical 
framework. 
 
 
56% Similarity 
(Round 2 compared 
to TF) 
 
• Ethical practice 
• Professionalism 
• Strategic and critical 
thinking  
• Coaching and mentoring 
• Empower others 
TF 
• Compliance requirements 
• Financial resources 
• Legal issues 
Professional development 
• Reflective supervision 
• Supportive work 
environment 
• Basic leadership skills 
• Marketing  
• Facilities 
• Daily operations 
• Personnel policies 
• Keeps records using 
technology 
• Technology policies and 
training 
STUDY 
• Decisiveness 
• Perspective 
• Problem solver 
• Delegation 
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The weakest correlation of study competencies to the research across all three 
rounds occurs within the categories of organizational and professional leadership and 
planning for optimal child outcomes.  Figure 13 shows organizational and professional 
leadership had a 56% similarity between the research and the study through Round 2, but 
the only related competency in the Round 3 results was strategic and critical thinking 
skills.   
Figure 14 illustrates how the study compares to the theoretical framework for the 
category planning for optimal child outcomes.  Figure 14 shows planning for optimal 
child outcomes had a 67% similarity between the research and the study through Round 
2.   
 
Figure 14. Planning for optimal child outcomes—Comparison of study to theoretical framework. 
 
67% Similarity  
(Round 2 compared to TF) 
 
• Sound understanding of child 
development and early learning 
• Knowledge of field  
• Knowledge of ECE research 
• Data driven 
STUDY 
• Understanding of 
quality  
• Focus on 
children and 
families 
 
TF 
• Direct experience  
• Pedagogical 
leadership 
• Reflective 
practice 
• Assessment of 
children 
• and educators 
• Assessment of 
programs 
• Collaborative 
program planning 
 
 140 
There were four study competencies related to this theme for Round 2 including 
knowledge of the field, knowledge of ECE research, child development and early 
learning, and data skills.  However, only knowledge of the field with strong agreement 
and data skills with moderate agreement were considered important for impact on 
transformation of the field into an organized system of practice as indicated by Round 3 
results. 
Table 11 provides a summary of the comparison between the theoretical 
framework and the study results.  Table 11 displays a comparison of the Round 2 and 
Round 3 results with the theoretical framework.  Table 11 also shows a comparison from 
the perspective of the theoretical framework.  The highest match comes in the category of 
systems thinking and transformational change with 100% of the competencies found in 
the research literature matched to the expert panelist submissions. 
 
Table 11 
Overall Results of Comparison of Study Competencies to Theoretical Framework 
Percentage of 
competencies 
Collaborative 
and inclusive 
leadership 
Inspirational 
leadership 
Systems 
thinking and 
transformational 
change 
Organizational 
and 
professional 
leadership 
Optimal 
child 
outcomes 
 
% of total Round 2 
competencies in this 
category 
 
23% 
 
29% 
 
  25% 
 
14% 
 
  9% 
% of Round 2 
competencies that 
match with TF 
competencies 
73% 53%   63% 56% 67% 
% of TF competencies 
that match Round 2 
competencies 
75% 55% 100% 19% 38% 
% of Round 3 
competencies with 
moderate to strong 
agreement in this 
category 
21% 21%   29%   7% 21% 
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Summary 
The purpose of this Delphi study was to identify the competencies that early care 
and education systems leaders should possess as perceived by a panel of early childhood 
leadership experts.  This study also identified which leadership competencies experts 
perceive will have the most impact on transformation of the field for early care and 
education to unify and transform into an organized, professional system of practice. 
This study demonstrated that there is a consensus among the expert panelists 
regarding what competencies are needed for ECE systems leaders.  The analysis of the 
study data demonstrated that from an original 636 competencies, the Delphi panel rated 
65 competencies as important for systems leaders and ultimately reached moderate to 
very strong agreement on 14 competencies as most important for systems leaders to 
possess to impact transformation of the field into an organized system of practice.   
The Delphi panel’s selections were comparable to the research on competencies 
of leaders in ECE.  The strongest correlations were in the theoretical framework 
categories of systems thinking and knowledge, collaborative and inclusive leadership, 
and inspirational leadership.  Overall, the theoretical framework category planning for 
optimal child outcomes showed the weakest correlation with the results of the study. 
Chapter V begins with an overview of the purpose statement, research questions, 
methods, and data collection procedures.  Then, Chapter V reviews the major findings 
and implications of those findings, recommendations for future study, limitations, and 
conclusions followed by a chapter summary. 
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CHAPTER V: FINDINGS, CONCLUSIONS, AND RECOMMENDATIONS 
Overview 
This chapter begins with an overview of the study, including the problem, the 
purpose statement, and research questions, followed by a brief description of research 
methods and data collection procedures.  The population and sample of the study are 
described.  Following this section are the major findings, findings related to the literature, 
implications, recommendations for future study, limitations, and conclusions.  The 
chapter concludes with a summary.  
Statement of the Research Problem 
The problem is that collaboration from experts in the early care and education 
(ECE) field is needed in order to advance the profession and create a coherent, cohesive 
system built on a foundation of the science of early brain development, pedagogical best 
practices, adequate compensation structures, transformational change strategies, and 
identified leadership competencies (Goffin, 2015; IOM & NRC, 2015; Shonkoff, 2010; 
Shonkoff & Levitt, 2010; Wise & Wright, 2012).  In the United States, clear pathways to 
administrative and leadership roles for ECE professionals do not currently exist 
(Whitebook, Kipnis, et al., 2012).  As a result, public policy and programming decisions 
from systems leaders are often developed by those with little to no knowledge of the 
science of ECE, which has serious and far-reaching consequences not only for the field 
but also for children and families (Brown et al., 2014; Göncü et al., 2014; Halpern, 2013; 
IOM & NRC, 2015).  To bridge the gap between what research reveals about the 
powerful impact of high-quality ECE and the fragmented system that exists, we need 
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knowledgeable, skilled leadership from systems leaders, policymakers, and others who 
make decisions about the field (Clark, 2012; Eckert, 2014; Gaines, 2015). 
Purpose Statement 
The purpose of this Delphi study was to identify the competencies that early care 
and education systems leaders should possess as perceived by a panel of early childhood 
leadership experts.  Systems leaders may lead educational, administrative, social service, 
policy, advocacy, and/or government organizations focused on early care and education 
or related fields.  They may make policy, budget, or funding decisions that impact young 
children through early care and education programs.  This study also identified which 
leadership competencies experts perceive will have the most impact on transformation of 
the field into an organized system of practice.  In addition, this study compared the expert 
Delphi panel responses about these leadership competencies with a theoretical framework 
synthesized from the research literature. 
Research Questions 
The research questions for this study were  
1. What do early childhood leadership experts identify as the most important 
competencies early care and education systems leaders should possess? 
2. Of the leadership competencies identified, which do the expert panelists perceive will 
have the most impact on the transformation of the field into an organized system of 
practice? 
3. How do the leadership competencies identified by the expert panelists compare with a 
theoretical framework of competencies synthesized from the research literature? 
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Methodology 
Because this study was focused on seeking responses from early childhood 
leadership experts regarding themes and concepts related to the development of an 
emerging theory of systems leadership in ECE, a mixed-methods Delphi approach was an 
appropriate methodology to use (Hasson & Keeney, 2011; Nowack et al., 2011).  A 
mixed-methods Delphi approach can provide a trustworthy and rigorous framework for 
collecting and aggregating expert opinions (Hasson & Keeney, 2011; Nowack et al., 
2011).  The anonymity of a Delphi study also provides the opportunity for an open 
expression of views and a reduced likelihood of bias (Hasson & Keeney, 2011; Nowack 
et al., 2011).  Delphi studies are conducted through a series of survey rounds, typically 
three (Hasson & Keeney, 2011; Nowack et al., 2011).  The purpose of this Delphi was to 
elicit opinions from an expert panel and also to measure levels of agreement from experts 
on the topic through three or more Delphi response rounds on the topic of competencies 
for ECE systems leaders (Hasson & Keeney, 2011).   
This study started with open-ended questions, as is typical of a Delphi study 
(Keeney et al., 2001; Skulmoski et al., 2007).  The purpose of the first open-ended 
question or questions is to begin a process of brainstorming free opinions, ideas, or lists 
of issues to address.  After each round, the data are synthesized and sent back out to the 
panelists while allowing them opportunities to change, add to, or expand on previous 
answers (Skulmoski et al., 2007).  The mixed-methods approach allows the researcher to 
triangulate the data by contrasting the qualitative and quantitative data (Creswell, 2015).  
In this study, the data were additionally triangulated by contrasting the consensus views 
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of the Delphi panel with a theoretical framework synthesized from a review of the 
literature (Patton, 2015). 
Delphi methodology is aligned with the research questions for this study because 
there are currently no defined and accepted competencies for ECE systems leaders and 
because the leadership of the future transformation of the field is a topic of debate and 
research (Goffin et al., 2015; IOM & NRC, 2015).  The researcher selected a Delphi 
design for this study, which aimed to elicit opinions from experts regarding competencies 
needed for ECE systems leaders.  Delphi methodology is aligned with the purpose of this 
study in the following ways: 
1. There are no standardized competencies for leadership in early childhood education.  
2. Since the field is dispersed and fragmented, a heterogeneity of opinions from experts 
would be beneficial to determine leadership competencies most needed for 
transformation of the field into an organized system. 
3. A Delphi study attempts to attain rigor and avoid bias through discovering whether a 
panel of experts agrees with the synthesis of competencies summarized in this study 
through a review of the literature.  
4.  The Delphi methodology allowed the researcher to access the experience and 
informed opinions of leadership experts in the field through a practical and efficient 
method of collecting data as described in this study. 
Population 
The population for this study was systems leaders in ECE in the United States.  
Systems leaders are defined as those who may lead educational, administrative, 
infrastructure, social service, policy, advocacy, and/or government organizations focused 
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on ECE or related fields (Goffin, 2007; IOM & NRC, 2015; Whitebook, Kipnis, et al., 
2012).  They may make policy, budget, or funding decisions that impact young children 
through ECE programs (IOM & NRC, 2015; Whitebook, Kipnis, et al., 2012).  These 
ECE systems leaders have influence on the direction of the field. 
It is important to note that the population for this study, because of the complex 
and fragmented state of the current field, may have arrived in their positions from 
multiple starting points and represent a variety of agencies and roles (Goffin, 2007; IOM 
& NRC, 2015; Kagan & Cohen, 1997).  Because of the vast number of organizations and 
systems that compose the ECE field in the United States and the lack of available 
workforce data, the total number of individuals, systems, agencies, or initiatives is not 
readily identifiable.   
A target population refers to the group of individuals to whom the researcher 
wishes to generalize his or her findings (McMillan, 2010; Patton, 2015).  For this study, 
the target population was ECE systems leaders who had leadership expertise at the 
regional, state, or national level. 
Sample 
The process of selecting expert panelists is not meant to consist of statistically 
representative samples (Okoli & Pawlowski, 2004); instead, the sample was purposely 
chosen based on the qualities of the experts (Powell, 2003).  Since there is not clear 
empirical evidence that the size of the panel ultimately affects validity and reliability, 
practical logistics and accessibility of experts often guides researchers (Keeney et al., 
2006; Powell, 2003).  For this study, the target panel size was 25. 
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To identify the Delphi panelists who met the criteria for the study, snowball or 
chain sampling was used.  Purposeful snowball sampling allowed the researcher to ask 
for referrals from networks or organizations that matched the population criteria.  
Purposeful snowball sampling was used for this study because it is considered an 
appropriate approach when looking for experts who are rich sources of information 
(Patton, 2015).  Panelists were contacted individually through e-mail or phone and 
through nominations from their organizations, other experts, or contacts at specific 
organizations.  Panelists had to meet five of the following eight criteria: 
• Leadership role in national or state-level early care and education organization 
• Systems leadership experience in making decisions about administrative, 
infrastructure, social service, policy, or advocacy positions in government or nonprofit 
organizations 
• Membership in NAEYC 
• Ten years of professional experience in the early care and education field at any level 
• Master’s degree or higher with major course work, emphasis, or degree in early care 
and education or child development or related field 
• Experience working with young children in an early care and education setting or 
kindergarten 
• Experience directing early care and education programs 
• Experience teaching at the college level in early childhood education or related field. 
In addition, the following criteria were met from the panel as a whole: 
• 50% of panel members had experience in teaching young children and/or directing 
early childhood programs. 
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• Panel representation included three of the four U.S. Census geographic regions of the 
United States: West, Midwest, South, and Northeast (U. S. Census Bureau, 2018). 
The panel consisted of systems administrators and leadership experts.  The 
majority (86%) had state, regional, or national systems leadership experience.  There 
were authors and leadership thinkers; 67% had researched and/or written on the topic of 
ECE leadership, and 43% had attained a doctoral or law degree.  The depth of experience 
among the panelists was substantial with an average of 30 years in the field, 86% with 
direct experience with young children, 67% with site leadership experience, and 71% 
with a master’s or higher degree in ECE or related field.  The panel represented numerous 
sectors of the field including early childhood development programs; higher education, 
state and national early childhood policy and educational organizations; consulting, 
training and technical assistance, social service, and state-level systems. 
Major Findings 
In this section, the major findings based on the data analysis of the Delphi panel’s 
responses are discussed.  The findings for Round 1 and Round 2, which answered 
Research Question 1, begin this section.  The section concludes with the findings relevant 
to Round 3 and Research Question 2. 
Research Question 1 
In Round 1, expert panelists were asked open-ended questions designed to elicit 
responses to answer Research Question 1, “What do early childhood leadership experts 
identify as the most important competencies early care and education systems leaders 
should possess?”  In Round 2, panelists were asked to choose the most important 
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competencies for systems leaders to possess using a 6-point Likert scale to   rate each 
competency.  The researcher identified six findings aligned with Research Question 1. 
Major Finding 1 
The findings from Round 1 results are indicative of a very diverse and extensive 
collection of leadership competencies reflecting a broad range of leadership tasks and 
objectives.  The panel members’ experience from different aspects of the field produced 
varied perspectives of systems leadership, including the tasks, responsibilities, and 
objectives of systems leaders.  The panel overall identified 636 competencies, which 
were summarized into nine themes containing 95 competencies elicited from a Round 1 
analysis.  These synthesized competencies were congruent with the themes elicited from 
the literature.  The NVivo synthesis themes included organizational leadership; systems 
thinking; and collaborative, inclusive, and relational leadership skills and strategies. 
Major Finding 2  
The Round 1 findings also highlight the specific competencies and knowledge the 
experts have had to learn.  By synthesizing the responses of the Delphi panel of systems 
leaders to the question, “What new leadership competencies, skills, and knowledge have 
you had to acquire to be an effective leader in the early care and education field?” the 
researcher identified several themes.  These experts responded that they had to acquire 
these competencies: management and administrative skills, knowledge about the 
complexity of policies and systems, and relational and collaborative skills, among others.  
These findings provide insight into the competencies that systems leaders need because 
these are skills the experts self-identified as growth areas. 
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Major Finding 3 
The findings from the Round 2 survey include a strong consensus of opinions 
regarding the competencies needed for ECE systems leaders.  The high level of 
consensus on a breadth of competencies in Round 2 also showed stability of the 
synthesized themes from Round 1.  The competencies and themes remained constant and 
the panel affirmed their Round 1 choices by rating 68%, or a total of 65 of the 95 
summarized competencies offered in Round 2 as important/very important, with the 
remainder of competencies rated as somewhat important to important.  Stability in a 
Delphi panel is considered by some to be more important than consensus and shows that 
the panel’s opinions are consistent (von der Gracht, 2012). 
Research Question 2 
For Round 3, panelists were asked to respond to Research Question 2, “Of the 
leadership competencies identified, which do the expert panelists perceive will have the 
most impact on the transformation of the field into an organized system of practice?”  
Panelists were asked to think specifically about transformation of the ECE field into an 
organized system of practice.  The researcher found the following three findings aligned 
with Research Question 2. 
Major Finding 4 
The findings indicated that the panel was able to come to agreement on specific 
competencies systems leaders needed to influence transformation of the field into an 
organized system of practice even though they were working in disparate, geographically 
diverse organizations across the nation.  The panel strongly agreed that systems leaders 
needed to be skilled in systems thinking, maintain a big picture perspective, and 
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understand the complexities of the field including knowledge of policy and legislation.  
They strongly agreed that systems leaders need to inspire collective vision and foster a 
collaborative, collective, relational, leadership style with a commitment to equity and a 
steady focus on children and families.  This finding significantly demonstrates an 
emerging consensus across the nation and across organizations. 
Research Question 3 
The findings from Round 2 and Round 3 were compared to the research literature 
to answer Research Question 3, “How do the leadership competencies identified by the 
expert panelists compare with a theoretical framework of competencies synthesized from 
the research literature?” 
Major Finding 5 
A finding from Round 2 confirmed that the panel’s responses in specific areas 
agreed with the theoretical framework elicited from the research literature.  The 
competencies considered as important/very important by the panel were related to all five 
of the theoretical framework categories but most strongly to three areas: collaborative 
and inclusive leadership, systems thinking and transformational change, and 
inspirational leadership. 
Major Finding 6 
By narrowing the Round 2 results to just the top 14 competencies, as defined by a 
mean of 5.5 or above or very important, two more findings were revealed.  First, of the 
competencies rated as very important, seven or 50% were aligned with the collaborative 
and inclusive leadership category from the theoretical framework, indicating that this was 
a high priority for the systems leaders’ panelists.  These include competencies related to 
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listening, developing relationships and partnerships, valuing diversity, collaborative 
leadership skills, and commitment to equity.   
Major Finding 7 
A second finding related to the 14 most highly rated competencies from Round 2, 
as defined by a mean of 5.5 or above, is that two of the theoretical framework categories 
were not as well represented.  Just two competencies, focus on children and families with 
strong agreement and data skills with moderate agreement, were related to planning for 
optimal child outcomes.  The theoretical framework category, organizational and 
professional leadership, was represented by only one study competency, strategic and 
critical thinking. 
Major Finding 8 
The findings from Round 3, like Round 2, aligned with the theoretical framework 
derived from the research literature, with the strongest focus in the category of systems 
thinking and transformational change.  Four of the top 14 competencies with very strong 
to moderate agreement can be found in this category: systems thinking, maintaining a big 
picture perspective, knowledge of the complexities of the field, and knowledge of policy 
and legislation. 
Unexpected Findings 
While conducting the data analysis, the researcher identified the following two 
unexpected findings, which are labeled as Unexpected Findings 1 and 2. 
Unexpected Finding 1  
One unexpected finding was the extensive competencies that the panel agreed 
upon as important/very important in Round 2: 68% of the 95 competencies presented to 
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them.  This means 65 competencies out of 95 were rated as important or very important.  
The researcher did not expect that most of the panel would rate most of the competencies 
at a high level.  The researcher expected there would be greater disparity in the ratings, so 
this was a surprising finding.   
Unexpected Finding 2 
A second unexpected finding was that understanding and communicating early 
brain development, child development, and early learning did not rise as prominent areas 
of importance for systems leaders to have.  This competency was ranked 60th of the top 
65 competencies of Round 2.  In Round 3, 11 panelists chose this competency as 
important for systems leaders to impact transformation of the field, which means there 
was low level of agreement on this competency.  This area was therefore not rated as a 
competency that was important to possess to influence transformation of the field in 
Round 3.  Since the research literature is clear that knowledge of child development and 
early learning is essential both in making decisions that promote optimal child outcomes 
and translating the science of child development to policymakers and the general public 
(Goffin et al., 2015; IOM & NRC, 2015; Pedersen & Shonkoff, 2010), it was expected to 
be a highly rated competency by the panelists; however, it was not. 
Conclusions 
This study was designed in response to the state of ECE, which is lacking in 
leadership pathways from within the field (Austin, 2014; Whitebook, Kipnis, et al., 
2012).  This study examined one aspect of the need for leadership in the field: defining 
competencies for systems leaders.  This section describes the six conclusions elicited 
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from the findings from each of the three rounds and from the comparison of the results 
with the research literature.   
Conclusion 1 
It can be concluded that the role and definition of systems leadership is not clearly 
defined though the responsibilities are very complex and demanding.  This may be 
because the field itself consists of numerous systems with diverse purposes along with 
inconsistent standards (IOM & NRC, 2015; Whitebook, McLean, Austin, & Edwards, 
2018).  There has not been a consistent effort to analyze the differences and similarities 
of systems roles across the field and/or to identify clear definitions for systems leadership 
roles (Kagan & Bowman, 1997; Whitebook, Kipnis, et al., 2012).   
Conclusion 2 
It can be concluded from the findings of this study that ECE systems leaders need 
specific competencies that differ from those currently conceptualized by the field for site-
based roles.  For example, the findings indicate that ECE systems leaders need skills such 
as systems thinking, collaborative leadership, collective vision, and change management.  
These skill areas identified by the Delphi panel in this study are in agreement with the 
research literature on transformation of the field ( ECLD Consortium, 2017; IOM & 
NRC, 2015; Nicholson & Maniates, 2016).   
Conclusion 3 
It can be concluded that if the field is to transform under competent leadership, 
these and other needed competencies should be a part of degree programs in colleges and 
universities and certification pathways through government educational agencies and 
should be included in professional development programs.  This is especially true for 
 155 
systems leaders in public educational and infrastructure agencies since they are 
responsible overall for developing policy in the field.   
Conclusion 4 
It can be concluded that consistent and standardized competencies and clear 
definitions of leadership characteristics focused on ECE should be aligned with state and 
national initiatives to unify and transform the field (Stamopoulos, 2012; Talan et al., 
2014). 
Conclusion 5 
It can be concluded from this study that top-down styles of leadership are not best 
practice for the ECE field.  The best leadership practices in the field today would include 
collaborative, collective, relational, and inclusive leadership styles and competencies.  
These styles are crucial to the success of transformation of the ECE field, and this 
conclusion is supported by research (Davis et al., 2015; Douglass, 2017b; Goffin, 2013b; 
Hard & Jónsdóttir, 2013; Heikka et al., 2013) and the Delphi panelists systems leaders in 
this study.  The competencies selected by the panel were focused on strategies that mirror 
the collaborative, inclusive, relational leadership and commitment to equity called for by 
researchers in the field.   
Conclusion 6 
A conclusion of this study is that though knowledge of child development and 
early learning is crucial if leaders are going to make informed policy decisions that 
promote early brain development and enhance long-term outcomes (Göncü et al., 2014; 
Shonkoff & Richter, 2013), it did not surface as a very important competency for systems 
leaders in this study.  The reason for this is not evident, but possibilities include that this 
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competency is not available or emphasized either through educational pathways, 
qualifications statements, or specific integration in decision-making processes by systems 
agencies.  It may be that since job requirements for systems leaders do not currently 
require knowledge of the science of child development and how to implement that 
knowledge into practice, it is not perceived as integral to policy making.  It may also be 
that some of the experts perceive their decision making as focused on organizational and 
administrative issues such as budget, personnel, and licensing and perhaps felt that 
knowledge of child development was not important to their systems role.  
Implications for Action 
In this section are found several implications for action for various sectors of the 
field.  These implications are recommendations from the researcher to those responsible 
and involved in the direction of the field.  
Implication 1 
Conclusion 1 in this study states that systems leadership is not currently clearly 
defined.  The situation is rapidly changing, however, as efforts at envisioning effective 
systems leadership by knowledgeable experts have certainly been made (Connors-Tadros, 
Grafwallner, Martella, & Shultz, 2018).  Those efforts should be supported by further 
definition of the role in relation to needed competencies for transformational change.  
Large national ECE policy or research organizations such as the NAEYC, BUILD 
Initiative, Center for the Study of Child Care Employment, CEELO, and systems 
collaboratives could propose definitions of systems leadership that could then be used to 
create relevant competency and qualifications structures.  Embedded in the definition of 
systems leadership should be a clear understanding of their roles, their competencies, and 
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their responsibilities related to transforming the field into an organized, professional 
system of practice.  This definition should be understood and adopted by those preparing 
ECE leadership candidates and by organizations that employ systems leaders. 
Implication 2 
Conclusion 2 states that clear and universally accepted competencies are needed 
for systems leaders in ECE care and education especially related to the goal of 
transforming the field into an organized, professional system of practice.  One 
implication of this conclusion is that such standards should be created perhaps statewide 
or even through national initiatives as current fragmentation and inconsistency of 
standards and policies across the field are not adequate to transform the field (Whitebook 
et al., 2018). 
State government and national ECE policy organizations should effectively 
collaborate on the creation of standardized and universally accepted competencies for 
ECE systems leaders.  A well-researched, cohesive, and universally accepted collection 
of standards and competencies is needed for institutions of higher education and 
professional development agencies to create relevant credit bearing and non-credit-
bearing leadership and credential and certification programs.  State initiatives that require 
these types of degree programs are critical at this time. 
Standards for systems leaders are needed that include competencies for 
transformation of the field into an organized, professional system of practice (IOM & 
NRC, 2015).  The study findings also support the concept that leadership in the ECE field 
is evolving and needs to include perspectives and experiences representing the 
complexity and diversity of the field into the future (Nicholson & Maniates, 2016). 
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Implication 3 
In response to Conclusions 2 through 5, influential ECE policy, advocacy, and 
research organizations should unify their messaging to influence state departments of 
education to create credential and certification pathways for ECE systems leadership 
roles that include access to the appropriate foundational knowledge and experience for 
systems leaders.  These credential and certification pathways should be focused on the 
preparation of the leaders who can transform the field.  They should include the specific 
competency areas needed for transforming the field into an organized, professional 
system, including skill development in the collaborative, collective, relational and 
inclusive leadership styles supported by the study results and the research (Connors-
Tadros et al., 2018; Douglass, 2017a; Nicholson, Kuhl, Maniates, Lin, & Bonetti, 2018). 
Implication 4 
Related to Conclusions 3 through 6, higher education needs to play a larger role in 
supporting competencies needed for ECE systems leaders and administrators.  The lack 
of higher education programs for leadership development in ECE is documented 
(Whitebook, Kipnis, et al., 2012).  Though examination of existing ECE leadership 
programs shows that there is some increased focus on specific leadership skills and roles 
(Goffin & Daga, 2017), there is still a considerable gap between what higher education 
does and what it could do to prepare leaders in ECE.  Institutions of higher education 
(IHE) need to specifically integrate competencies, content, and experiences for systems 
leaders in ECE that will truly transform the field (Brown et al., 2014; Douglass, 2017b; 
Goffin et al., 2015).  They also need to ensure that candidates in their programs have 
opportunities to gain and apply knowledge of brain development, child development, and 
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early learning throughout their leadership program (Göncü et al., 2014; IOM & NRC, 
2015; Shonkoff & Levitt, 2010; Whitebook, Kipnis, et al., 2012; Wise & Wright, 2012). 
Implication 5 
Related to all conclusions, hiring agencies such as county offices of education, 
school districts, and ECE programs should evaluate the criteria and qualifications they 
utilize to fill ECE leadership positions to ensure that they are inclusive of and prioritize 
the backgrounds and knowledge most needed for optimal child outcomes and 
transformation of the field.  They should also develop leadership development pipelines, 
employment structures, and job advancement opportunities that ensure that opportunities 
exist for those within the field to attain leadership positions.  In other words, 
credentialing and certification that prepares individuals for K-12 leadership roles are not 
sufficient for those in ECE leadership positions (IOM & NRC, 2015; Whitebook, Kipnis, 
et al., 2012).  Criteria should include knowledge of the field and systems that compose it: 
collaborative, inclusive, relational leadership experience, knowledge of brain 
development and early learning, commitment to equity, and innovative strategies to 
transforming the field into an organized, professional system of practice.  
Implication 6 
Supporting Conclusion 5, the findings from the study support the call to build 
leadership from within the field.  Though this study was focused on systems leaders, 
research on transformational leadership shows that systems change cannot occur without 
engagement, leadership, decision making, and ownership from all aspects and levels of 
the field (Anderson & Ackerman-Anderson, 2010).  The competencies chosen by the 
panel as important for impact on transformation of the field such as collaboration, 
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relationship, and inclusion practices indicate that systems leaders and others should be 
catalysts to support leadership development at all levels and in all roles. 
Implication 7 
A synthesized competency model such as the theoretical framework of 
competencies developed in this study should be promoted by a consortium of influential 
agencies that can effectively implement policy regarding leadership for early care and 
education.  Systems leaders should be certified in legitimate pathways through these 
competencies before they are hired to lead early care and education organizations.  These 
leaders would then be expected to consistently demonstrate the ability to ensure settings 
and large-scale interventions for children 0 through age 8 are high quality, research 
based, and inclusive and could ultimately promote healthy brain development and 
optimal life outcomes for children. 
Recommendations for Future Research 
Following are eight recommendations for future research on the topic of 
leadership in ECE based on both the findings and limitations of this study. 
Recommendation 1 
This study did not have the capacity to include many of the important 
organizations or states involved in creating ECE systems, and it would be interesting to 
replicate the Delphi study in order to capture the perceptions of additional systems 
leaders from other organizations not represented in the study including Head Start, 
NAEYC, and the many existing state ECE agencies.  It would be interesting to 
investigate specific categories of systems leaders such as those that emerged from the 
demographic survey illustrated in Figure 7.  Examples of specific categories include 
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professional development and program improvement, social service, infrastructure, and 
public policy. 
Recommendation 2 
This study examined the perceptions of systems leaders regarding the need for 
specific competencies for systems leaders.  It would also be relevant to use Delphi 
methodology to include the perceptions of other stakeholders in the field such as site-
based school leaders, teachers, program managers, and other professionals involved 
directly or indirectly in ECE.  This includes IHE faculty who train and educate the ECE 
workforce.  Additional research is needed to examine the perceptions of those affected by 
the decisions of policymakers and systems leaders.  Since collaborative and inclusive 
leadership competencies were found to be important in this study, supporting a 
decentralized approach to leadership and transformational change examining perceptions 
of those throughout the ECE field at all levels of leadership is also important as 
collaborative leadership is exercised by ECE professionals in a variety of roles.  
Recommendation 3 
Commitment to equity, inclusivity, and value of diversity were highly rated 
competencies from the expert panel.  These competencies have relevance to the 
composition of the ECE workforce, which provides a very low average wage and is very 
diverse, comprising 40% people of color and 98% women (Whitebook et al., 2018).  
Additional research on leadership competencies and pathways from the point of view of 
diverse and marginalized populations within the field is crucial to developing a full and 
comprehensive understanding of leadership in the field and a meaningful transformation 
of the field. 
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Recommendation 4 
More research needs to be conducted on the broad and varied group of ECE 
systems leaders.  Seminal research has been conducted on the workforce and at least one 
study on professional roles in infrastructure organizations (IOM & NRC, 2015; 
Whitebook, Kipnis, et al., 2012; Whitebook et al., 2018), but more is needed.  For 
example, research is needed on the numbers, varieties, and structures of systems 
leadership roles including the qualifications, expected competencies, scope of work, and 
career trajectories. 
Recommendation 5 
Additional information is needed on ECE systems leaders’ experiences and 
perceptions of their roles and of their sphere of influence.  Besides the types of decisions 
being made and the potential impact they have on the field, research is needed on leaders’ 
career pathways; educational, professional, and personal backgrounds; the political 
environments in which they work; and the forces that influence their decisions.  Research 
is needed on the degree of control they have on their sphere of influence and how they 
perceive their impact on transformation of the field. 
Recommendation 6 
More research needs to be conducted on the types of credentials, qualifications, 
and certification pathways for ECE educators and leaders and the learning curriculum for 
these program qualifications.  For example, in California, K-12 educational leaders 
typically hold an administrative services credential, but there is no such requirement for 
ECE systems leaders nationwide.   
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Recommendation 7 
Related to Recommendation 6, since many non-ECE experts such as 
superintendents, principals, and county office of education administrators are expected to 
oversee and lead early childhood programs without any specific training or background in 
child development, more research needs to be conducted on the possible gaps in training, 
education, and credential requirements of these leaders.  Research needs to be conducted 
on how to include knowledge of child development and appropriate early learning 
practices in credentialing and certification programs for educational administrators, how 
to combine and integrate early childhood leadership with education administration, or 
how to create alternative educational and certification pathways that would result in 
knowledgeable and skilled ECE systems leadership. 
Recommendation 8 
Because one finding of this study was that understanding and communication of 
research on brain development, child development, and early learning did not rise as a 
very important competency for systems leaders, additional research is needed.  Relevant 
research would include the impact of its absence or presence on the decisions of systems 
leaders and policymakers and how the development of understanding and communication 
of brain development, child development, and early learning among systems leaders who 
are policymakers can be attained.   
Recommendation 9 
This study supports the research on the need for collaborative, relational, and 
inclusive leadership in ECE as these strategies arose as among the most important from 
the panel’s responses.  Investigation through research of ECE organizations and 
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institutions that are currently intentionally implementing collaborative leadership and 
other relevant practices and the impact of these practices on the workforce and on 
outcomes for young children could provide context regarding which specific strategies 
and constructs are most responsive to the field’s unique demographics and which are 
effective best practices in working in the field.   
Recommendation 10 
More research could be conducted to expand or validate the theoretical 
framework of leadership competencies that resulted from this study.   
Concluding Remarks and Reflections 
Researchers and leaders in the fields of ECE are calling for transformation of the 
field into an organized, professional system of practice.  That transformation should 
occur is not in doubt though how it should occur and what should happen is not yet 
entirely agreed upon, at least from this researcher’s point of view.  The goal for this study 
was to contribute a limited amount of needed information regarding leadership 
competencies for one target group, ECE systems leaders.  The focus of this study was on 
systems leaders, not because they are the only important leaders in the field but because 
of the lack of information about who they are, what they do, and how their goals and 
abilities align with the goal of transformation of the field needed to be addressed.  As 
policymakers, their role in transformation is critical and important. 
From this study, the researcher has learned much more about the field in which 
she has spent decades.  She learned about its history, policies, and challenges.  She 
learned about the ways in which many leaders are working to transform the field.  As the 
researcher sought to understand and define ECE systems leadership, there were ever 
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more layers, meanings, practices, and efforts to be understood.  For every answered 
question, there were many unanswered: Who are systems leaders?  How do they get into 
their positions?  Who knows about them?  Who has studied them?  What impact do they 
have on the field?  Who is making decisions about this field?  It also seemed that many of 
the systems leaders and experts who participated in this research had some of the same 
questions and were very willing and eager to contribute.   
Through finding and working with the experts in this study, the researcher learned 
that systems leaders themselves are very interested in discovering what others are doing 
and are very curious, self-reflective, and intent on continual self-improvement and work 
hard to develop the skills needed for their challenging positions.  From generous efforts 
of the expert panelists, the researcher learned that leadership is a lot more than a set of 
skills.  The researcher was particularly impressed with and grateful for the abilities of the 
experts from across the nation to show extraordinary patience with the researcher, to 
persist, ask questions, propose new perspectives, and never complain even though their 
workloads appeared stunningly heavy.   
This study has brought the researcher very deep into the study of concepts and 
theories of leadership in ECE.  Because of conducting the study, she learned that there is 
no one effort or endeavor that is going to create the dreamed for pathways and 
professionalism and that it cannot be done in isolation.  Rather, it takes very perceptive, 
engaged, and sensitive leadership and a willingness to tolerate some disorder and the 
patient, inclusive, collaborative efforts of many and varied voices throughout the field.  
Most importantly and personally, this study has provided the researcher the 
experience of working with and learning from at least 28 leaders and experts who taught 
 166 
through their actions, their kindness, enthusiasm, and their words.  It is easier to be 
optimistic about the field having had the opportunity to experience the tenacity, honesty, 
creativity, and humor of the accomplished leaders who graciously participated in this 
study, all while working at daunting tasks intended to support and improve the field.  
They willingly and generously gave of their time.  In this researcher’s opinion, they 
boosted our field a little further down the path of transformation toward a profession that 
can support ideal outcomes for children and families while establishing a supportive, 
economically secure, and intellectually vital workplace for the creative, intelligent, and 
innovative educators who serve them. 
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APPENDICES 
Appendix A: Competencies by Author and Primary Synthesis Category 
 
Key: 
CIL—Collaborative and Inclusive Leadership 
IL—Inspirational Leadership 
POCO—Planning for Optimal Child Outcomes 
OPL—Organizational and Professional Leadership 
STTC—Systems Thinking and Transformational Leadership 
 
Citation CIL IL POCO OPL STTC Total 
(Abel, Talan, & Masterson, 
2017) 3 12 6 9 2 32 
(Austin et al., 2015) 1   3 7 1 12 
(Austin, 2014) 1 5 2 1 4 13 
(CDE & First5CA, 2011) 50 6 35 82 43 216 
(ECLD Consortium, 2017) 6 9 4 17 13 49 
(Davis et al., 2015) 3 8       11 
(Diamond et al., 2014) 1 4   2 2 9 
(Eckert, 2014)   1     1 2 
(Goffin, 2013a) 4 2 2   6 14 
(Gonzalez, 2015)   6     1 7 
(Hard & Jónsdóttir, 2013) 2 1     1 4 
(Ho, 2010)     1     1 
(Hujala et al., 2016)       2 2 4 
(IOM & NRC, 2015) 11   10   6 27 
(Kagan & Bowman, 1997) 1     4 1 6 
(Long et al., 2016) 7         7 
(Luff & Webster, 2014) 1         1 
(NAEYC, 2010) 7   13 1 2 23 
(OHS, 2017b) 1   7 2 4 14 
(Pascal & Bertram, 2012) 1 2 2   1 6 
(Pemberton, 2009) 3 5   1   9 
(Stamopoulos, 2012) 2   2 1 2 7 
(Sturges, 2011) 1 1 2 6 2 12 
(Whitebook, Kipnis, et al., 
2012)         3 3 
Total Competencies per 
Category 106 62 89 135 97 489 
Percentage of 
Competencies per 
Category 22% 13% 18% 28% 20% 100% 
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Appendix B: Primary and Secondary Categories of Competencies Synthesis 
Framework 
 
 
  
 
Collaborative and Inclusive Leadership   
Collaboration and Team Building 
Communication and Relationships 
        Conflict Management 
Inclusiveness and Equity 
Inspirational Leadership 
        Personal Qualities 
        New Models of Leadership 
        Inspiration and Vision 
Organizational and Professional Leadership 
        Finance, Legal, and Compliance Knowledge 
        Professional and Supportive Workplace 
Management Skills 
Operations and Policies 
Planning for Optimal Child Outcomes 
Content Experience and Knowledge 
Program Planning, Assessment, and Data Use 
Pedagogical Leadership  
Systems Thinking and Transformational Change 
Cross-Sector Collaboration 
        Advocacy, Politics, and Public Policy 
Transformational Change 
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Appendix C: Synthesized and Summarized Competencies From Literature 
Collaborative and Inclusive Leadership  
 
• Collaboration and Team Building—Collaborates with communities, engages 
with families, build teams and shares decision making  
• Communication and Relationships—Skill in communication with a wide 
variety of families, colleagues and stakeholders, ability to build and maintain 
relationships 
• Conflict Management—Ability to manage and resolve conflict and establish 
conflict protocols 
• Inclusiveness and Equity—Is culturally competent, focused on creating equity 
and dismantling deficit views, and is inclusive of diverse families, staff and 
community members 
 
Inspirational Leadership 
 
• Personal qualities—Has the personal qualities needed to inspire others 
• Inspiration and Vision—Motivates and inspires, builds a followership, acts as a 
role model, creates a shared vision  
• New models of leadership—Able to apply theoretical and innovative leadership 
theories, such as feminist, intersectional, critical race, collective and democratic 
leadership models 
         
Organizational and Professional Leadership 
 
• Knowledge of Finance, Legal, and Compliance—Meets legal and compliance 
requirements and manages financial resources 
• Supportive Workplace—Creates a supportive work environment by utilizing 
skill in supervising, coaching and mentoring adults; and providing relevant and 
meaningful professional development 
• Professional Workplace - Engages in continuous improvement practices, acts 
ethically, develops leaders, and practices reflective supervision  
• Management Skills—Has management, marketing, strategic planning, and 
organizational development skills 
• Operations and Policies—Knows how to operate facilities, manage daily 
operations, develop and maintain operational policies and procedures including 
appropriate personnel policies, use technology appropriately 
  
Planning for Optimal Child Outcomes 
 
• Content Experience and Knowledge—Possesses early care and education 
content and subject matter knowledge, has direct experience, has knowledge of 
child development and learning, and of the early care and education profession  
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• Program Planning, Assessment, and Data Use—Guides appropriate assessment 
of children, educators and programs; leads and collaborates in program planning, 
collects, interprets and utilizes data 
• Pedagogical Leadership—Guides practitioners in developing curriculum, 
utilizes and supports reflective practice, understands child development research 
and applies it to practice  
 
Systems Thinking and Transformational Change 
 
• Cross Sector Collaboration—Builds and maintains cross-sector partnerships, 
facilitates cross sector understanding, learning  
• Advocacy, Politics and Public Policy—Utilizes advocacy and political skills to 
build alliances and support for initiatives, understands and navigates public 
policies 
• Systems knowledge—understands the various organizations and stakeholders 
that make up the early care and education field, conceptualizes and builds new 
systems 
• Transformational Change—Drives transformation; facilitates, manages and 
influences change 
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Appendix D: Summarized Competencies from Analysis of Literature (Primary and 
Tertiary Levels) 
 
Collaborative and Inclusive Leadership  
1. Has community collaboration skills 
2. Engages in ethical practice 
3. Engages families 
4. Utilizes shared decision-making skills 
5. Builds teams 
6. Utilizes communication strategies and skills 
7. Has relationship-building skills 
8. Implements conflict protocols 
9. Manages and resolves conflict  
10. Is culturally competent 
11. Focuses on creating equity 
12. Faces privilege 
13. Is inclusive 
 
Inspirational Leadership 
14. Builds a followership 
15. Motivates and inspires 
16. Acts as a role model 
17. Creates a shared vision 
18. Is adaptable 
19. Is authentic 
20. Is confident 
21. Is creative and innovative 
22. Is empathetic 
23. Is ethical 
24. Has humility 
25. Is inclusive and collaborative 
26. Is intentional 
27. Is a learner 
28. Is perseverant and resilient 
29. Is professional 
30. Takes risks 
31. Is self-aware and reflective 
32. Is transparent 
33. Is trusting 
34. Is visible 
35. Is vulnerable 
36. Able to apply theoretical reconceptualizations of leadership 
 
Organizational and Professional Leadership 
37. Meets compliance requirements 
38. Understands and manages financial resources 
39. Understands legal issues 
 195 
40. Possesses knowledge and skills in adult supervision and learning 
41. Possesses coaching and mentoring skills 
42. Engages in and promotes continuous improvement practices 
43. Acts ethically  
44. Develops leadership and implements succession planning 
45. Has expertise in professional development 
46. Practices reflective supervision 
47. Creates a supportive work environment 
48. Possesses basic leadership skills 
49. Possesses marketing skill 
50. Possesses strategic planning and organizational development skills 
51. Knows how to operate facilities 
52. Understands daily operations 
53. Implements appropriate personnel policies 
54. Able to develop and maintain policies and procedures 
55. Keeps records using technology 
56. Creates and implements technology policies 
57. Ensures appropriate technology training 
 
Planning for Optimal Child Outcomes 
58. Possesses early care and education content knowledge 
59. Has direct experience in early care and education 
60. Has knowledge of child development and learning 
61. Understands early care and education Profession 
62. Able to guide practitioners in developing curriculum 
63. Understands and utilizes reflective practice 
64. Understands child development research and its application to practice 
65. Able to appropriately guide the assessment of children 
66. Understands and applies appropriate assessment of educators 
67. Collaborates in program planning 
68. Understands how to collect, interpret and utilize data  
69. Able to assess and evaluate programs  
70. Able to lead program planning 
 
Systems Thinking and Transformational Change 
71. Has and utilizes advocacy skills 
72. Has and utilizes political skills 
73. Has public policy and systems knowledge and ability 
74. Builds and maintains cross sector partnerships 
75. Facilitates cross sector understanding and learning 
76. Has ability to think about systems  
77. Drives transformation 
78. Facilitates and manages change 
79. Influences change 
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Appendix E: Competencies Synthesis from Literature Review 
Citation Competency 
1. Collaborative, Inclusive Leadership 
a. Collaboration and Team Building 
i. Has community collaboration skills 
(CDE & First5CA, 2011) Collaborates with early childhood educators, regulatory agencies, 
and community leaders to design recordkeeping systems that 
support continuous program improvement in a variety of early 
childhood education settings.  
(CDE & First5CA, 2011) Conducts community outreach to develop collaborative 
relationships. 
(CDE & First5CA, 2011) Facilitates community buy-in to support services and advocacy for 
children and families.  
(Goffin, 2013a) Capacity to work collaboratively - gaining consensus among 
different perspectives, both within and across organizations 
(Goffin, 2013a) In-depth understanding of collaboration 
(Pemberton, 2009) Collaborative efforts 
(Sturges, 2011) Community involvement/collaboration 
(IOM & NRC, 2015) Identifies, describes, and explains the differing roles and 
responsibilities of other helping professionals working in and with 
schools. 
ii. Collaboratively engages in ethical practice 
(CDE & First5CA, 2011) Collaborates with staff, colleagues, and families to develop the 
program’s code of ethical conduct based on current knowledge, 
best practices, and consideration for cultural relevance.  
(CDE & First5CA, 2011) Facilitates the exploration and resolution of complex ethical 
questions by staff and colleagues 
iii. Engages families 
(Abel, Talan, & 
Masterson, 2017) 
Family Focus 
(CDE & First5CA, 2011) Collaborates with families, staff and colleagues to adapt policies 
and procedures to meet individual child and family requirements, 
as appropriate.  
(CDE & First5CA, 2011) Helps to develop flexible systems that allow staff, colleagues, and 
families to participate in the creation of program procedures.  
(IOM & NRC, 2015) Ability to work with families and support their staff to work with 
families. 
(IOM & NRC, 2015) Collaborates with families in support of healthy student 
development. 
(NAEYC, 2010) 3d: Demonstrating ability to collaborate effectively to build 
assessment partnerships with families and with professional 
colleagues to build effective learning environments  
iv. Utilizes shared decision-making skills 
(CDE & First5CA, 2011) Ensures agreement is reached on program goals.  
(CDE & First5CA, 2011) Maintains a balance between freedom of individuals to make 
decisions and the overall goals and vision of the organization.  
 197 
(CDE & First5CA, 2011) Seeks and disseminates resources to develop processes for 
information sharing, collaborative planning, and shared decision 
making.  
(Diamond et al., 2014) Builds shared understanding 
(Hard & Jónsdóttir, 
2013) 
Study models of collaborative and distributed leadership 
(Luff & Webster, 2014) Collegial, distributed leadership and egalitarian approaches to 
decision making 
v. Builds teams 
(Abel, Talan, & 
Masterson, 2017) 
Communication and team-building skills 
(CDE & First5CA, 2011) Fosters a sense of team membership for all staff and colleagues, 
including administrative and support staff.  
(CDE & First5CA, 2011) Supports positive relationships among staff members to foster a 
team environment.  
(CDE & First5CA, 2011) Develops program policies regarding staff meetings, performance 
evaluations, and other team activities.  
(CDE & First5CA, 2011) Provides resources on the importance of team building in creating 
and maintaining a professional environment.  
(CDE & First5CA, 2011) Facilitates a sense of professional identity and community within 
the broader early childhood profession by including professionals, 
families, interventionists, and other specialists. 
(CDE & First5CA, 2011) Supports and encourages individual team members to assume 
leadership roles.  
(CDE & First5CA, 2011) Analyzes with staff and colleagues the philosophical alignment of 
the organization to ensure there is a shared, underlying theoretical 
basis for program policies and practices.  
(ECLD Consortium, 
2017) 
Encourages team-based development 
(ECLD Consortium, 
2017) 
Keeps team’s performance on track 
(ECLD Consortium, 
2017) 
Applies relationship values and principles of team dynamics to 
plan and deliver early care and learning that is safe, timely, 
efficient, and equitable 
(Hard & Jónsdóttir, 
2013) 
Maintain high levels of collaboration and teamwork 
(IOM & NRC, 2015) Ability to support collaboration among the different kinds of 
providers under their leadership. 
(Pascal & Bertram, 2012) Facilitative skills in interpersonal and group settings 
(IOM & NRC, 2015) Participates effectively in teams and structures. 
b. Communication and Relationships 
i. Utilizes communication strategies and skills 
(CDE & First5CA, 2011) Makes available a variety of systems or strategies to facilitate 
effective communication among staff and colleagues.  
(CDE & First5CA, 2011) Provides professional development activities on the principles and 
strategies of effective communication.  
(CDE & First5CA, 2011) Seeks related technology resources for parents and for 
communication with parents and colleagues.  
 198 
(CDE & First5CA, 2011) Helps staff and colleagues to understand different communication 
styles.  
(CDE & First5CA, 2011) Supports the development of effective communication skills and 
adopts multiple modes for the workplace.  
(CDE & First5CA, 2011) Demonstrates highly effective communication skills and actively 
supports others’ professional development. 
(ECLD Consortium, 
2017) 
Tailors information, support, and understanding with colleagues 
(ECLD Consortium, 
2017) 
Communicates with professionals in a respectful and responsible 
manner 
(IOM & NRC, 2015) Demonstrates effective communication skills with school 
personnel, families, and community and other stakeholders. 
(IOM & NRC, 2015) Provides effective consultation services to teachers, administrators, 
and other school staff. 
(IOM & NRC, 2015) Demonstrates knowledge of variances in communication styles. 
(NAEYC, 2010) 6f: Demonstrating a high level of oral, written, and technological 
communication skills with specialization for professional role(s) 
emphasized in the program  
(Pemberton, 2009) Good communication skills 
ii. Has relationship-building skills 
(Austin et al., 2015) Building relationships with other teachers and/or early childhood 
professionals 
(CDE & First5CA, 2011) Establishes professional relationships with families and children 
and supports others in maintaining them.  
(CDE & First5CA, 2011) Researches and investigates the practices and implications of 
working in the relationship-based profession of early childhood 
education. 
(ECLD Consortium, 
2017) 
Leverages relationships with key senior players 
(Goffin, 2013a) Relationships matter—building trust, understanding and 
opportunities  
(IOM & NRC, 2015) Builds positive relationships with other school personnel, families, 
and the community. 
(Kagan & Bowman, 
1997) 
Foster good community relations and influence the childcare 
policy that affects program 
(NAEYC, 2010) 2b: Supporting and engaging families and communities through 
respectful, reciprocal relationships 
(Pemberton, 2009) Efforts toward building strong relationships 
(Stamopoulos, 2012) Build relational trust in order to entice followers through the 
change process 
c. Conflict Management 
i. Implements conflict protocols 
(IOM & NRC, 2015) Facilitates effective group processes (e.g., conflict resolution, 
problem solving). 
(CDE & First5CA, 2011) Establishes protocols to address conflict among staff and 
colleagues.  
(CDE & First5CA, 2011) Engages staff and colleagues in the development of protocols or 
resolution of specific conflict situations, as appropriate.  
 199 
(CDE & First5CA, 2011) Provides staff and colleagues with professional development and 
support on conflict resolution that incorporates cultural 
considerations.  
(CDE & First5CA, 2011) Provides professional development and support to staff and 
colleagues on how to resolve conflicts and manage resistance to 
change, incorporating cultural considerations.  
(CDE & First5CA, 2011) Establishes protocols to address conflict and resistance to change 
among staff and colleagues.  
(CDE & First5CA, 2011) Engages staff and colleagues in the development of protocols or 
resolution of specific conflict situations, as appropriate.  
ii. Manages and resolves conflict  
(Goffin, 2013a) Managing conflict/difficult conversations 
(CDE & First5CA, 2011) Plans opportunities to address conflict-resolution issues.  
(CDE & First5CA, 2011) Supports early childhood educators in adapting current literature 
about conflict resolution to a variety of early childhood education 
settings that serve diverse children, families, staff, colleagues, and 
communities.  
(CDE & First5CA, 2011) Employs effective conflict-resolution strategies with families and 
family advocates, early childhood education professionals, 
specialists and service providers, labor unions, community leaders, 
regulatory agencies, and policymakers 
(CDE & First5CA, 2011) Engages in effective conflict-resolution strategies with families 
and family advocates, early childhood educators, specialists and 
service providers, labor unions, community leaders, regulatory 
agencies, and policymakers 
d. Inclusiveness and Equity 
i. Is culturally competent 
(Abel, Talan, & 
Masterson, 2017) 
Cultural competence 
(CDE & First5CA, 2011) Analyzes information about diverse families and community 
groups to incorporate their goals and aspirations in improving the 
quality of early care and education.  
(CDE & First5CA, 2011) Adapts communication strategies to meet the diverse language and 
literacy abilities of staff and colleagues.  
(CDE & First5CA, 2011) Embraces the learning opportunities that the diverse characteristics 
of the children’s families bring to the program and shares these 
with staff and colleagues.  
(CDE & First5CA, 2011) Assesses program practices for developmental, cultural, and 
linguistic appropriateness.  
(CDE & First5CA, 2011) Identifies resources and research that support developmentally, 
culturally, and linguistically appropriate practice, which benefits 
all young children. 
(Long et al., 2016) Guide teachers to value home language by addressing English-
Only mindsets 
(Long et al., 2016) Account for children’s psychological and sociocultural contexts.  
(NAEYC, 2010) 2a: Knowing about and understanding diverse family and 
community characteristics 
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(NAEYC, 2010) 2c: Demonstrating cultural competence and effective collaboration 
to involve families and communities in their children’s 
development and learning 
(NAEYC, 2010) 4c: Using a broad repertoire of developmentally appropriate 
teaching /learning approaches with a high level of cultural 
competence, understanding and responding to diversity in culture, 
language and ethnicity 
ii. Focuses on creating equity 
(CDE & First5CA, 2011) Works with early childhood professionals and community leaders 
to identify and address challenges and potential systemic barriers 
to effective communication in a variety of early childhood 
education settings.  
(CDE & First5CA, 2011) Facilitates planning of appropriate strategies to ensure equity and 
respect for children, families, staff, and colleagues. 
(CDE & First5CA, 2011) Develops and implements hiring policies and job descriptions for 
staff and colleagues with consideration for the diverse linguistic 
and cultural experiences of children and families (including 
individuals with disabilities). 
(CDE & First5CA, 2011) Identifies and addresses issues related to hiring practices in a 
variety of early childhood education settings, such as recruitment 
and retention of a diverse workforce, reflecting the families and 
community, and working conditions.  
(CDE & First5CA, 2011) Strives to build staff composition reflective of families and the 
community. 
(Davis et al., 2015) Create spaces for leadership that lead to the creation of 
communities where knowledge and inequitable positioning is 
critiqued and reconstructed 
(Davis et al., 2015) Recognize, engage with and challenge the gendered and raced 
social and political construction of knowledge and identity 
q Addressing the lack of equity-focused professional development 
(Long et al., 2016) Dismantling deficit views and negative profiling 
(Long et al., 2016) Going beyond verbalism—into action 
(Long et al., 2016) Create equity-focused professional development 
(OHS, 2017b) Marketing and Outreach: Tools and techniques for reaching out to 
underserved groups in the population; efficient use of available 
funds to reach the largest possible audience; strategies for 
partnering with other agencies and community groups to reach 
more families. 
(Sykes, 2014) Social Justice - Mitigates social or economic disadvantages, brings 
voice to marginalized people due to race, class, language, 
disability, or sexual orientation 
iii. Faces Privilege 
(Austin, 2014) Facing privilege and lack of inclusiveness 
(Davis et al., 2015) Makes visible how power, knowledge and truth intersect to limit 
and/or provide opportunities for early childhood educational 
leaders 
iv. Is inclusive 
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(IOM & NRC, 2015) Collaborates with others in ways that demonstrate a valuing of and 
respect for the input and perspectives of multiple professionals and 
disciplines. 
(CDE & First5CA, 2011) Chooses priority issues when incorporating the goals and 
aspirations of diverse families and community groups and 
identifies alternative ways for systems to be organized.  
(CDE & First5CA, 2011) Creates and maintains a system to ensure the information about 
families and community expectations is incorporated into early 
childhood program services in community efforts. 
(CDE & First5CA, 2011) Interprets and applies communication policies, as appropriate, to 
ensure their effectiveness for diverse staff members or in complex 
situations. 
(CDE & First5CA, 2011) Makes recommendations on elements of a statement of philosophy 
regarding child development, learning and curriculum, families, 
diversity, and inclusion.  
(CDE & First5CA, 2011) Critiques data to shape a culture in which high-quality early 
learning experiences for all children are at the core of curriculum 
and planning considerations; are applicable to all sectors and 
programs; and fit with the characteristics of the children, families, 
and communities.  
(Long et al., 2016) Challenging monocultural curricular models 
(Stamopoulos, 2012) Apply an interpretive lens that is inclusive of stakeholders and 
links policy to practice. 
2. Inspirational Leadership 
a. Inspiration and Vision 
i. Builds a followership 
(ECLD Consortium, 
2017) 
Grows internal and external reputation as a significant leader 
(ECLD Consortium, 
2017) 
Demonstrates a clear leadership brand 
(ECLD Consortium, 
2017) 
Builds followers across the program 
ii. Motivates and Inspires 
(Abel, Talan, & 
Masterson, 2017) 
Ability to motivate people 
(ECLD Consortium, 
2017) 
Motivates and inspires people from different functions and 
cultures 
(Gonzalez, 2015) Enable others to act—encourage collaboration, build teams, 
empower staff 
(Gonzalez, 2015) Encourage the heart—motivation, encouragement, be visible 
(Pemberton, 2009) Positive styles of leadership 
(Sykes, 2014) Motivates and inspires 
iii. Acts as a role model 
(CDE & First5CA, 2011) Demonstrates a positive attitude, acknowledges the efforts of 
others, and serves as a role model to families, children, staff, and 
colleagues.  
(Gonzalez, 2015) Model the way—lead by example, follow through on promises 
iv. Creates a shared vision 
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(CDE & First5CA, 2011) Communicates and implements a shared vision and understanding 
among the early care and education community and works to 
promote consensus and actions.  
(CDE & First5CA, 2011) Leverages and allocates sufficient resources to implement and 
attain a vision for all children and adults.  
(CDE & First5CA, 2011) Engages colleagues and other community leaders to reach 
consensus on a vision for children and families. 
(CDE & First5CA, 2011) Shapes early childhood services with colleagues to ensure 
integration, articulation, and consistency with the vision.  
(ECLD Consortium, 
2017) 
Sets and communicates long-term strategy to shape the field 
(ECLD Consortium, 
2017) 
Aligns internal and external teams across the field with a unifying 
vision for the future 
(ECLD Consortium, 
2017) 
Keeps diverse teams focused on the same goals 
(ECLD Consortium, 
2017) 
Provides a clear sense of direction and priorities 
(Goffin, 2013a) Vision 
(Gonzalez, 2015) Inspire a vision—have a vision, engage others by showing them 
how their role contributes 
(Hard & Jónsdóttir, 
2013) 
Vision—leaders will have the ability to build collective leadership 
for advocacy, network building, research communities, and others 
initiatives 
b. Personal Qualities 
i. Is adaptable 
(Abel, Talan, & 
Masterson, 2017) 
Adaptability 
ii. Is authentic 
(Abel, Talan, & 
Masterson, 2017) 
Authenticity 
iii. Is confident 
(ECLD Consortium, 
2017) 
Projects personal confidence, expertise, and authority 
(Abel, Talan, & 
Masterson, 2017) 
Self-efficacy 
iv. Is creative and innovative 
(Abel, Talan, & 
Masterson, 2017) 
Creativity 
(Diamond et al., 2014) Innovative 
v. Is empathetic 
(Abel, Talan, & 
Masterson, 2017) 
Empathy 
(Davis et al., 2015) Listens to and with others 
(Pemberton, 2009) Empathetic 
vi. Is ethical 
(Abel, Talan, & 
Masterson, 2017) 
Ethical conduct and morality 
(Davis et al., 2015) Places ethics at core of their work 
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vii. Is energetic and enthusiastic 
(Sykes, 2014) Fun and Enjoyment—the ability to bring levity, energy, 
enthusiasm, and fun to the workplace 
viii. Has humility 
(Abel, Talan, & 
Masterson, 2017) 
Humility 
(Pascal & Bertram, 2012) Humility, the capacity to trust and to be a participant  
ix. Is inclusive and collaborative 
(Davis et al., 2015) Is inclusive 
(Diamond et al., 2014) Collaborative 
x. Is intentional 
(Abel, Talan, & 
Masterson, 2017) 
Intentionality 
xi. Is a learner 
(Abel, Talan, & 
Masterson, 2017) 
Learner 
(Davis et al., 2015) Learns alongside others 
xii. Is perseverant and resilient 
(Goffin, 2013a) Perseverance, Fortitude, Creativity, and even Courage 
(Pemberton, 2009) Resilient and flexible 
(Sykes, 2014) Courage 
(Sykes, 2014) Perseverance - the ability to accomplish long-term goals or 
implement visionary ideas in the face of challenges and setbacks 
xiii. Is professional 
(Sturges, 2011) Professionalism 
xiv. Takes risks 
(Davis et al., 2015) Prepared to take risks and supports others to be vulnerable and/or 
to be risk takers 
xv. Is self-aware and reflective 
(Abel, Talan, & 
Masterson, 2017) 
Awareness of self and others 
(Diamond et al., 2014) Reflective 
(Pemberton, 2009) Self-awareness and self-reflection 
(CDE & First5CA, 2011) Self-knowledge and awareness of oneself as a leader, including 
understanding one’s own “immunity to change” 
(Pascal & Bertram, 2012) Personal skills of self-awareness and self-critique- 
(Sykes, 2014) Personal Renewal - revitalizes oneself in order to manage stress in 
order to give consistently to others 
xvi. Is transparent 
(Abel, Talan, & 
Masterson, 2017) 
Transparency 
(Gonzalez, 2015) Transparent 
xvii. Is trusting 
(Pemberton, 2009) Trusting 
xviii. Is visible 
(Gonzalez, 2015) Visible 
xix. Is vulnerable 
(Davis et al., 2015) Vulnerability 
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(Davis et al., 2015) Doesn’t always have the answers and solutions 
c. Reconceptualizations of Leadership 
i. Able to apply theoretical reconceptualizations of leadership 
(Austin, 2014) Reconceptualize ECE leadership as change leadership  
(Austin, 2014) Apply Feminist theoretical framework 
(Austin, 2014) Apply Critical race theoretical framework 
(Austin, 2014) Apply Generational or succession planning framework 
(Austin, 2014) Apply Direct experience framework or progression 
(Davis et al., 2015) Recognize, engage with and challenge the gendered and raced 
social and political construction of knowledge and identity. 
(Diamond et al., 2014) A constructivist theory and implementation of leadership learning, 
combined with practical experience and scholarly reflection, does 
effectively foster improved self-perceptions of leadership ability 
(Eckert, 2014) Embrace critical theory 
3. Organizational and Professional Leadership 
a. Finance, Legal and Compliance Knowledge 
i. Meets compliance requirements 
(CDE & First5CA, 2011) Meets reporting requirements. 
(CDE & First5CA, 2011) Assesses the program’s insurance requirements and maintains 
adequate coverage for loss and liability.  
(CDE & First5CA, 2011) Develops program policies and ensures professional development 
opportunities on strategies to prevent loss and reduce liability. 
(CDE & First5CA, 2011) Identifies areas of potential loss and liability for a variety of early 
childhood education settings and recommends policies to protect 
programs, children, families, staff, and colleagues.   
(CDE & First5CA, 2011) Conducts professional development for colleagues on the 
prevention of workplace accidents. Informs employees about their 
rights under the California Division of Occupational Safety and 
Health (Cal/OSHA)   
(CDE & First5CA, 2011) Collaborates with health and safety officials, colleagues, families, 
and the community to respond to accidents and reduce the risk of 
future occurrences.  
(CDE & First5CA, 2011) Serves as liaison between the program and regional and national 
regulatory agencies.  
(CDE & First5CA, 2011) Monitors the program’s compliance with laws and regulations and 
provides regular and timely reports. 
(CDE & First5CA, 2011) Develops, documents, and assesses program policies and 
procedures for effectiveness, appropriateness, and compliance with 
regulations and requirements.  
(CDE & First5CA, 2011) Meets reporting requirements. 
(CDE & First5CA, 2011) Reports data record information to regulatory agencies as required.  
(ECLD Consortium, 
2017) 
Monitors industry patterns and trends 
(Sturges, 2011) Knowledge of regulations and public policy 
ii. Understands and manages financial resources 
(Abel, Talan, & 
Masterson, 2017) 
Financial and legal knowledge and skills 
(Austin et al., 2015) Grant management and proposal writing 
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(CDE & First5CA, 2011) Collaborates with staff, colleagues, families, and other 
stakeholders to develop short- and long-term financial goals for 
the program.  
(CDE & First5CA, 2011) Identifies multiple funding sources. 
(CDE & First5CA, 2011) Develops systems to support sound scale operations in a variety of 
early childhood education settings, supported by multiple funding 
streams.  
(ECLD Consortium, 
2017) 
Evaluates future forecasts 
(ECLD Consortium, 
2017) 
Evaluates what will deliver a return on invested resources 
(ECLD Consortium, 
2017) 
Evaluates internal systems to support sustainability 
(ECLD Consortium, 
2017) 
Utilizes knowledge of Program Operations and finance to evaluate 
the most effective use of resources 
(Hujala et al., 2016) Financial Management 
(Kagan & Bowman, 
1997) 
Have financial management skills 
(OHS, 2017b) Managing Resources: Understanding and assessing community 
resources. 
iii. Understands legal issues 
(Kagan & Bowman, 
1997) 
Have the legal knowledge necessary for effective management 
b. Fosters a Professional Workplace 
i. Possesses knowledge and skills in adult supervision and learning 
(Austin et al., 2015) Adult supervision 
(Austin et al., 2015) Adult learning styles 
(Austin, 2014) Knowledge and skills to lead and manage other adults 
(Abel, Talan, & 
Masterson, 2017) 
Knowledge of adult learning 
ii. Possesses coaching and mentoring skills 
(Abel, Talan, & 
Masterson, 2017) 
Coaching and mentoring skills 
(CDE & First5CA, 2011) Provides for individualized professional development, which 
focuses on gaps in knowledge and includes mentoring and 
coaching.  
(CDE & First5CA, 2011) Facilitates professional development through mentoring, 
engagement with professional organizations, and advocacy.  
(CDE & First5CA, 2011) Encourages others to act as role models and mentors.  
(CDE & First5CA, 2011) Studies effective practices used by role models, coaches, mentors, 
and other leaders in the field. Uses findings to inform practice, 
systems development, refinement, and improvement. 
(CDE & First5CA, 2011) Includes career-ladder guidance when helping staff and colleagues 
establish their individual goals.  
(CDE & First5CA, 2011) Establishes and models appropriate behavioral and attitudinal 
standards for staff and colleagues.  
(CDE & First5CA, 2011) Models practices that promote professional and personal integrity 
among children, families, staff, and colleagues. 
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(CDE & First5CA, 2011) Uses teachable moments with adults through coaching practices.  
(CDE & First5CA, 2011) Works to develop mentorship programs that are unique to 
individual programs within the community and that help other 
adults become more effective practitioners.  
(ECLD Consortium, 
2017) 
Shares knowledge and experience 
(CDE & First5CA, 2011) Develops one’s own mentorship skills by being open, honest, 
caring, and encouraging and by demonstrating strong 
communication skills.  
iii. Engages in and promotes continuous improvement practices 
(Abel, Talan, & 
Masterson, 2017) 
Ability to create organizational culture built on norms of 
continuing quality improvement 
(CDE & First5CA, 2011) Ensures that a climate of continuous improvement is provided so 
that individuals can seek educational and professional certification.   
(CDE & First5CA, 2011) Ensures that staff and colleagues understand the role of formal 
performance evaluations in continuous professional improvement.  
(CDE & First5CA, 2011) Maintains a climate of inquiry in the workplace.  
(CDE & First5CA, 2011) Is responsive to new ideas, supports creative problem solving and 
innovation, and articulates theory and evidence-based practices in 
the process of inquiry.  
(CDE & First5CA, 2011) Follows through after professional development opportunities to 
foster an environment of continuous learning for staff and 
colleagues.  
(Pemberton, 2009) Fostering attitudes of lifelong learning 
(Sturges, 2011) Continuous learning 
iv. Acts ethically  
(CDE & First5CA, 2011) Integrates professional ethics with shared professional values, 
program practices, and policies.  
(CDE & First5CA, 2011) Models respectful and ethical practice in a leadership role. 
(CDE & First5CA, 2011) Consistently makes ethical professional decisions and acts as an 
ethical role model.  
(CDE & First5CA, 2011) Critically analyzes ethical practices and relates to evidence-based 
practices and trends. Stays informed of current research in the 
profession of ethics and its applicability to early childhood 
education settings.  
(CDE & First5CA, 2011) Shares pertinent information with families, early childhood 
educators, and others as appropriate. Identifies and addresses 
potential ethical challenges in early childhood education settings. 
(NAEYC, 2010) 6b: In-depth understanding and thoughtful application of NAEYC 
Code of Ethical Conduct and other professional guidelines relevant 
to their professional role 
(Feeney, 2012) Understanding and adherence to the code of ethics 
v. Develops leadership and implements succession planning 
(CDE & First5CA, 2011) Understands the dynamic nature of leadership development and 
provides time, resources, and opportunities for individual staff 
members and colleagues to participate in leadership development.  
(CDE & First5CA, 2011) Encourages the application of leadership skills within and outside 
the early education site 
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(CDE & First5CA, 2011) Creates an environment where adults can be engaged in learning 
and development.  
(CDE & First5CA, 2011) Strengthens hiring practices to cultivate leaders. 
(ECLD Consortium, 
2017) 
Builds a strong succession plan 
(ECLD Consortium, 
2017) 
Provide opportunities for high-potential performers 
(ECLD Consortium, 
2017) 
Holds top leaders accountable for delivering strategic goals 
(ECLD Consortium, 
2017) 
Harnesses the full range of capabilities from senior teams 
(ECLD Consortium, 
2017) 
Stretches the performance of people with a wide range of abilities 
(Sturges, 2011) Commitment to developing leaders 
vi. Has expertise in professional development 
(CDE & First5CA, 2011) Seeks resources for educational opportunities and professional 
development related to individual certification for early childhood 
educators.  
(CDE & First5CA, 2011) Provides professional development to staff and colleagues on 
policies and procedures.  
(CDE & First5CA, 2011) Stays current on research and literature regarding performance 
evaluation and professional development practices in early 
childhood education settings.  
(CDE & First5CA, 2011) Shares pertinent information regarding performance evaluation 
and professional development with staff, colleagues, families, and 
the community 
(CDE & First5CA, 2011) Informs staff and colleagues of professional development 
activities.  
(CDE & First5CA, 2011) Identifies and contributes to resources that promote professional 
development within and outside the program. 
(CDE & First5CA, 2011) Encourages personal and professional growth in staff and 
colleagues.  
(CDE & First5CA, 2011) Provides resources so that colleagues can participate in policy-
focused conferences and forums to stay current on and integrate 
changes made with services.  
(CDE & First5CA, 2011) Actively seeks professional development opportunities for staff 
and colleagues to make early childhood educators’ work 
meaningful, challenging, and engaging.  
(ECLD Consortium, 
2017) 
Encourages individual development 
(ECLD Consortium, 
2017) 
Fosters professionalism 
(ECLD Consortium, 
2017) 
Helps staff increase their knowledge and competencies 
(Stamopoulos, 2012) Nurture professional identity - Create a space in which 
professional identity can be crafted through ongoing dialogue and 
reflection 
vii. Practices reflective supervision 
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(CDE & First5CA, 2011) Identifies and addresses challenges to reflective practice and 
supervision in a variety of early childhood education settings. 
(CDE & First5CA, 2011) Establishes program policies regarding reflective supervision.  
viii. Creates a supportive work environment 
(CDE & First5CA, 2011) Addresses the work environment as an essential element of 
program quality and sustainability.  
(CDE & First5CA, 2011) Ensures that colleagues take breaks, share needs and concerns, and 
operate within a daily schedule.  
(CDE & First5CA, 2011) Monitors the overall morale and job satisfaction of staff and 
colleagues.  
(CDE & First5CA, 2011) Seeks and disseminates resources to support a work environment 
that is designed to promote safe, healthy relationships among staff, 
colleagues, and families.  
(CDE & First5CA, 2011) Conducts formal and informal assessments of colleagues to 
identify ways to maintain a positive organizational climate and 
work environment.  
(CDE & First5CA, 2011) Stays current on research showing that organizational practices 
affect staff perceptions and help improve overall morale and job 
satisfaction. 
(CDE & First5CA, 2011) Facilitates and models program practices that balance a productive 
workplace with a safe, supportive environment.  
(CDE & First5CA, 2011) Assists professionals in developing a philosophy, value system, 
rationale, and organizational climate that best support their work, 
health, and growth.  
(CDE & First5CA, 2011) Understands the effects of stress and burnout on early childhood 
educators and identifies strategies to prevent them. 
(CDE & First5CA, 2011) Values the knowledge and experience of each team member.  
(CDE & First5CA, 2011) Establishes an environment where expectations are clear and 
consistent, appropriate information is shared with team members 
systematically, and the contributions of individual team members 
are solicited and recognized in decision-making and problem 
solving.  
(CDE & First5CA, 2011) Ability to foster the health and well-being of their staff and seek 
out and provide resources for staff to manage stress. 
(ECLD Consortium, 
2017) 
Highlights successes 
(Diamond et al., 2014) Promotes positive culture 
(Diamond et al., 2014) Supporting others’ goals 
(Abel, Talan, & 
Masterson, 2017) 
Awareness of organizational climate 
c. Management Skills 
i. Possesses basic leadership skills 
(Abel, Talan, & 
Masterson, 2017) 
Entrepreneurial focus 
(ECLD Consortium, 
2017) 
Anticipates obstacles 
(Sturges, 2011) Decision making skills 
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(Sturges, 2011) Basic leadership skills—such as group dynamics, time 
management, communication 
ii. Possesses marketing skill 
(Abel, Talan, & 
Masterson, 2017) 
Public relations and marketing expertise 
iii. Possesses strategic planning and organizational development skills 
(Abel, Talan, & 
Masterson, 2017) 
Ability to plan strategically 
(Abel, Talan, & 
Masterson, 2017) 
Expertise in systems development 
(Austin et al., 2015) Organizational development and change  
(ECLD Consortium, 
2017) 
Supports mission fulfillment 
(Kagan & Bowman, 
1997) 
Plan and implement administrative systems that effectively carry 
out the organization’s mission, goals and objectives. 
d. Operations and Policies 
i. Knows how to operate facilities 
(CDE & First5CA, 2011) Understands how the facility operates and is managed, contributes 
to design ideas, and is familiar with all aspects of the use of the 
facility, including accessibility issues specified by the Americans 
with Disabilities Act (ADA).  
(CDE & First5CA, 2011) Sets and evaluates facility design policies and practices that reflect 
the program’s philosophy of providing a high- quality environment 
that meets the ever-changing requirements of families, staff, and 
colleagues. 
(CDE & First5CA, 2011) Develops facility design where appropriate and seeks input from 
staff, colleagues, families, other early childhood educators, 
regulatory agencies, and community leaders.  
(CDE & First5CA, 2011) Conceptualizes and articulates vision for high- quality future 
expansion, as appropriate. Understands funding constraints, 
navigates municipal process within jurisdictions, and is aware of 
facility financing resources.  
(CDE & First5CA, 2011) Advocates zoning policies that promote provision of quality early 
childhood education programs in local communities 
(Kagan & Bowman, 
1997) 
Maintain and develop the facility 
ii. Understands daily operations 
(Austin et al., 2015) Program planning, development, and operations (e.g., child 
enrollment, daily operations),  
(Hujala et al., 2016) Daily Management 
iii. Implements appropriate personnel policies 
(Austin et al., 2015) Human resources/personnel policies, fiscal procedures and 
management 
(CDE & First5CA, 2011) Assesses and documents the performance of staff and colleagues.  
(CDE & First5CA, 2011) Conducts private, formal performance reviews at least annually.  
(CDE & First5CA, 2011) Maintains confidential personnel files.   
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(CDE & First5CA, 2011) Ensures that salary scales are commensurate with qualifications 
and education.  
(CDE & First5CA, 2011) Develops and implements hiring policies and job descriptions for 
staff and colleagues in compliance with regulations or other 
requirements 
(CDE & First5CA, 2011) Is aware of issues related to collective bargaining and labor 
contracts.  
(CDE & First5CA, 2011) Identifies and establishes a monitoring system for all personnel 
procedures to ensure they are consistent with regulatory 
requirements and reflect the diversity of the community 
iv. Able to develop and maintain policies and procedures 
(CDE & First5CA, 2011) Analyzes theoretical underpinnings of program and agency 
philosophy to inform policy and practice 
(CDE & First5CA, 2011) Develops process for informing new staff and colleagues, 
including volunteers and interns, about program policies and 
procedures.  
(CDE & First5CA, 2011) Provides professional development activities on record 
requirements and establishes program policies or procedures to 
facilitate recordkeeping.  
i. Keeps records using technology 
(Austin et al., 2015) Using technology to maintain records and enhance program 
operations, managing and maintaining facilities 
(CDE & First5CA, 2011) Selects and implements types of computer technology to 
streamline the recordkeeping process. 
(OHS, 2017b) Technology: Uses technology to effectively manage data and 
information. 
ii. Creates and implements technology policies 
(Abel, Talan, & 
Masterson, 2017) 
Technical credibility 
(CDE & First5CA, 2011) Sets technology policies and applies them to practice.  
(CDE & First5CA, 2011) Creates and maintains a system for maintaining, updating, and 
replacing computers and software. 
iii. Ensures appropriate technology training 
(CDE & First5CA, 2011) Ensures that staff and colleagues receive professional development 
opportunities in the use of computer technology, as appropriate. 
(CDE & First5CA, 2011) Maintains an atmosphere of support to consistently use technology 
for curriculum planning, research, and professional development. 
4. Planning for Optimal Child Outcomes 
a. Content Experience and Knowledge 
i. Possesses early care and education content knowledge 
(Austin, 2014) Developing subject matter expertise about the ECE system--its 
history and current configuration--and its component parts 
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(NAEYC, 2010) 5a: Understanding content knowledge and resources in academic 
disciplines: language and literacy; the arts - music, creative 
movement, dance, drama, visual arts; mathematics; science, 
physical activity, physical education, health and safety; and social 
studies 
(NAEYC, 2010) 5b: Knowing and using the central concepts, inquiry tools, and 
structures of content areas or academic disciplines 
(Sykes, 2014) Knowledge - knowledge of the field, of academic content, of 
people, of teaching, of the profession, of themselves 
ii. Has direct experience in early care and education 
(Austin, 2014) Direct experience 
iii. Has knowledge of child development and learning 
(ECLD Consortium, 
2017) 
Fosters practices that help promote deep learning for children and 
adults 
(ECLD Consortium, 
2017) 
Promotes best practices based on knowledge of how children learn 
(NAEYC, 2010) 1a Knowing and understanding young children’s characteristics 
and needs, from birth through age 8 
(NAEYC, 2010) 1b: Knowing and understanding the multiple influences on early 
development and learning 
(NAEYC, 2010) 1c: Using developmental knowledge to create healthy, respectful, 
supportive, and challenging learning environments for young 
children 
(NAEYC, 2010) 4a: Understanding positive relationships and supportive 
interactions as the foundation of their work with young children 
(NAEYC, 2010) 4b: Knowing and understanding effective strategies and tools for 
early education, including appropriate uses of technology  
(NAEYC, 2010) 5c: Using own knowledge, appropriate early learning standards, 
and other resources to design, implement, and evaluate 
developmentally meaningful and challenging curriculum for each 
child 
(OHS, 2017b) Child Growth & Development: Uses knowledge of the principles 
of child growth and development to understand how children 
acquire language, creative expression and develop physically, 
cognitively, and socially. 
(OHS, 2017b) Learning Environment and Curriculum: Establish an environment 
that provides learning experiences that meet each child’s 
capabilities, and interests. 
(OHS, 2017b) Health, Safety and Nutrition: Establish and maintain an 
environment that ensures children’s healthy development, safety 
and nourishment. 
(OHS, 2017b) Interactions with Children: Establish supportive relationships with 
children and guide them as individuals and as a part of a group 
iv. Understands early care and education Profession 
(Abel, Talan, & 
Masterson, 2017) 
Knowledge of the profession 
(Goffin, 2013a) Having ECE content knowledge, particularly as relates to policy, 
practices, and research 
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b. Pedagogical Leadership 
i. Able to guide practitioners in developing curriculum 
(Austin et al., 2015) Guiding practitioners in implementing curriculum and appropriate 
teaching strategies 
(CDE & First5CA, 2011) Allows colleagues release time to observe other early care and 
education settings.  
(CDE & First5CA, 2011) Supports others in identifying development and learning 
opportunities throughout children’s daily experiences. 
(Ho, 2010) Transformational and democratic leadership in creating 
appropriate curriculum 
(Stamopoulos, 2012) Capacity to increase pedagogical capacity in the workforce 
ii. Understands and utilizes reflective practice 
(CDE & First5CA, 2011) Provides professional development opportunities on reflective 
practice and supervision.  
(Sturges, 2011) Personal philosophy of developmentally appropriate practice 
(CDE & First5CA, 2011) Facilitates reflective dialogue to challenge one’s own pedagogical 
knowledge base. 
(CDE & First5CA, 2011) Creates systems to ensure opportunities for reflective dialogue on 
ideological considerations and pedagogical issues. 
(CDE & First5CA, 2011) Presents views, positions, and arguments and then examines, 
questions, and debates with colleagues to engage in self-reflection.  
(CDE & First5CA, 2011) Studies, reads, and shares with colleagues, professional journals, 
periodicals, and books to stay current on and deepen professional 
knowledge.  
(CDE & First5CA, 2011) Applies current research to develop reflective-practice models that 
build the knowledge and skills of early childhood educators. 
(CDE & First5CA, 2011) Uses positive, reflective inquiry strategies as a leader to form plans 
for one’s own professional development.  
(Goffin, 2013a) 4d: Reflecting on own practice to promote positive outcomes for 
each child 
iii. Understands child development research and its applies it to practice 
(Abel, Talan, & 
Masterson, 2017) 
Knowledge of evidence-based pedagogy 
(Abel, Talan, & 
Masterson, 2017) 
Ability to apply child development theory and research 
(IOM & NRC, 2015) Understanding the implications of child development and early 
learning for interactions of care and education professionals with 
children, instructional and other practices, and learning 
environments. 
(NAEYC, 2010) 6c: Using professional resources, inquiry skills and research 
methods to engage in continuous, collaborative learning and 
investigation relevant to practice and professional role 
(CDE & First5CA, 2011) Questions pedagogical practices, identifies new developments that 
inspire fresh thinking, and frames the origins of the current early 
childhood education system. 
(CDE & First5CA, 2011) Strengthens the link between research and practice by 
understanding the different ways of learning. 
(CDE & First5CA, 2011) Uses theory and practice to inform team decision making and 
problem solving. 
 213 
(CDE & First5CA, 2011) Analyzes current educational and child development research and 
applies to practice and the promotion of quality. 
(CDE & First5CA, 2011) Develops, interprets, and contributes to early childhood research, 
practice, and events through a variety of modes and is able to 
provide a context for research, practice, and theory 
(CDE & First5CA, 2011) Critically assesses current, evidence-based practices that promote 
wellbeing and positive outcomes for children as members of 
families and communities. 
(CDE & First5CA, 2011) Supports integrated development and learning by evaluating and 
analyzing the applicability of research in programs and policies. 
(CDE & First5CA, 2011) Develops, interprets, and contributes to early childhood research, 
practice, and resources regularly. 
(CDE & First5CA, 2011) Considers making modifications as a result of learning and shares 
innovations and new strategies.  
(CDE & First5CA, 2011) Pursues ideas and current, evidence-based practice on ways to 
change and improve the profession, teaching and learning, and 
systems of support.  
(CDE & First5CA, 2011) Engages in dialogue with colleagues and agency personnel about 
the implications of new research and practice while maintaining an 
understanding of theory and practice. 
(IOM & NRC, 2015) Ability to keep current with how advances in the research on child 
development and early learning and on instructional and other 
practices inform changes in professional practices and learning 
environments. 
(NAEYC, 2010) 6d: Integrating knowledgeable, reflective, and critical perspectives 
on early education based upon mastery of relevant theory and 
research 
(Pascal & Bertram, 2012) Knowledge co-creation and knowledge transfer skills. 
(Pascal & Bertram, 2012) Intellectual skills 
(Stamopoulos, 2012) Sound pedagogical knowledge including understanding of 
curriculum reforms 
(Sturges, 2011) Pedagogical competence - applying knowledge and information in 
a classroom - bridge between theory, practice and research 
(Sykes, 2014) Competence - able to apply knowledge and translate theory into 
practice 
c. Program Planning, Assessment, and Data Use 
iv. Able to appropriately guide the assessment of children 
(Abel, Talan, & 
Masterson, 2017) 
Knowledge of assessment methodology 
(Austin et al., 2015) Assessment and documentation to inform teaching and learning  
(ECLD Consortium, 
2017) 
Uses multiple forms of assessment to monitor children’s learning 
(IOM & NRC, 2015) Knowledge of assessment principles and methods to monitor 
children’s progress and ability to adjust practice accordingly. 
(IOM & NRC, 2015) Ability to select assessment tools for use by the professionals in 
their setting. 
(NAEYC, 2010) 3a: Understanding the goals, benefits, and uses of assessment—
including its use in development of appropriate goals, curriculum, 
and teaching strategies for young children 
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(NAEYC, 2010) 3b: Knowing about and using observation, documentation, and 
other appropriate assessment tools and approaches, including the 
use of technology in documentation, assessment and data 
collection 
(NAEYC, 2010) 3c: Understanding and practicing responsible assessment to 
promote positive outcomes for each child, including the use of 
assistive technology for children with disabilities 
(OHS, 2017b) Child Observation and Assessment: Observe and assess what 
children know and can do in order to provide curriculum that 
meets their developmental and learning needs. 
v. Understands and applies appropriate assessment of educators 
(IOM & NRC, 2015) Ability to assess quality of instruction and interactions, to 
recognize high quality, and to identify and address poor quality 
through evaluation systems, observations, coaching, and other 
professional learning 
(IOM & NRC, 2015) Ability to use data from assessments of care and education 
professionals appropriately and effectively to make adjustments to 
improve outcomes for children and to inform professional learning 
and other decisions and policies. 
ii. Collaborates in program planning 
(CDE & First5CA, 2011) Describes the program’s philosophy to prospective staff, 
colleagues, families, funding agencies, and the community.  
(CDE & First5CA, 2011) Develops methods that allow early childhood educators, families, 
staff, colleagues, regulatory agencies, and community leaders to 
participate in the program-planning process.  
(CDE & First5CA, 2011) Involves others in setting annual goals for program improvement, 
provides resources and support for meeting objectives, and 
assesses progress toward achieving program goals.  
v. Understands how to collect, interpret and utilize data  
(Abel, Talan, & 
Masterson, 2017) 
Ability to interpret data 
(CDE & First5CA, 2011) Understands the importance of consistent data collection for 
program evaluation and contributes to community data-collection 
efforts.  
(CDE & First5CA, 2011) Analyzes data in records. Applies information to programwide 
planning, decision making, evaluation, and monitoring of 
compliance with requirements.  
(CDE & First5CA, 2011) Presents data identified through multiple research methods and 
assessment measures, including public and private funding 
sources. 
(IOM & NRC, 2015) Uses clear and effective protocols to assist in sharing and using 
data for decision making 
(IOM & NRC, 2015) Uses multiple sources of data to Inform Professional Development 
needs 
v. Able to assess and evaluate programs  
(CDE & First5CA, 2011) Provides resources to colleagues and engages families in 
conversation about the value of program evaluation and 
certification for continuous program improvement.   
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(CDE & First5CA, 2011) Plans and implements a program evaluation and improvement plan 
to promote positive outcomes for children and families. 
(CDE & First5CA, 2011) Applies organizational theory and leadership styles—as they relate 
to early care and education settings—to the process of program 
evaluation.  
(CDE & First5CA, 2011) Establishes early childhood service systems and processes that 
reflect upon, reevaluate, and refine early childhood teaching and 
learning.  
(ECLD Consortium, 
2017) 
Measures the collective impact of innovative strategies 
(OHS, 2017b) Program Planning, Monitoring & Evaluation: Key assessment and 
evaluation tools in the field of parenting education and family 
support; use of databases (and management information systems, 
where relevant) to track program participation and record outcome 
measurements. 
(IOM & NRC, 2015) Participates effectively in planning, needs assessment, and 
resource mapping with families and school and community 
stakeholders. 
vi. Able to lead program planning 
(Austin et al., 2015) Assessment and documentation to inform program quality 
(CDE & First5CA, 2011) Develops policies and standards to promote positive outcomes for 
children.  
(CDE & First5CA, 2011) Maintains a high-quality program based on agency standards. 
Integrates standards into program planning.  
(CDE & First5CA, 2011) Promotes high-quality standards and practices among staff and 
colleagues, families, the program’s board of directors, local 
leaders, and other individuals who contribute to the ongoing 
operation of the program.  
(CDE & First5CA, 2011) Promotes policies that enhance the quality of program 
components. 
(CDE & First5CA, 2011) Leads the program in ongoing analysis of the philosophy and its 
implications for practice.  
(IOM & NRC, 2015) Ability to formulate and implement policies that create an 
environment that enhances and supports quality practice and 
children’s development and early learning. 
(OHS, 2017b) Program Planning and Development: Uses thorough analysis and 
thoughtful planning to achieve child outcomes 
5. Systems Thinking and Transformational Change 
a. Advocacy, Politics and Policy 
i. Has and utilizes advocacy skills 
(Abel, Talan, & 
Masterson, 2017) 
Ability to advocate on behalf of young children, their families, and 
the profession 
(Austin et al., 2015) Knowledge of the early childhood system and public policy, 
effective advocacy, and policy analysis and development  
(Austin, 2014) Skills to be an effective political actor 
(CDE & First5CA, 2011) Represents the early care and education field in interactions with 
regional and national regulatory agencies.  
(CDE & First5CA, 2011) Acts as an advocate for regulatory improvement.  
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(CDE & First5CA, 2011) Acts as an advocate for professional development opportunities for 
early childhood educators to enhance their coaching and mentoring 
skills. 
(CDE & First5CA, 2011) Promotes access to professional development systems and ensures 
that government bodies are responsive to the needs of the early 
childhood education profession. 
(CDE & First5CA, 2011) Advocates adequate health care and other benefits.  
(CDE & First5CA, 2011) Communicates early childhood issues and gathers facts.  
(CDE & First5CA, 2011) Advocates public policies in shared decision-making venues that 
ensure equitable distribution of resources to support early 
childhood services.  
(CDE & First5CA, 2011) Watches for and seizes opportunities to advance early childhood 
education issues and reach resolution in shared decision-making 
processes.  
(CDE & First5CA, 2011) Encourages stakeholders to speak out and testify at hearings.  
(CDE & First5CA, 2011) Facilitates public forums to reach consensus and conducts media 
outreach. 
(CDE & First5CA, 2011) Regularly analyzes and critiques information about early 
childhood research, practice, and resources and disseminates it 
through various means to recruit new leaders and advocates who 
support the profession and its vision for children and families.  
(CDE & First5CA, 2011) Develops outreach and response strategies and builds a core team 
to champion outreach efforts.  
(CDE & First5CA, 2011) Provides opportunities for new and existing family members or 
community colleagues to serve as advocates for the profession and 
for children and families. 
(Diamond et al., 2014) Strong advocacy 
(Eckert, 2014) Support the development of advocacy skills in teachers 
(NAEYC, 2010) 6e: Engaging in informed advocacy for children and the 
profession, skillfully articulating and advocating for sound 
professional practices and public policies 
(OHS, 2017b) Community Advocacy and Collaboration: Recognition of need for 
consultation and collaboration with families and with social 
service, mental health, law enforcement, and domestic violence 
intervention agencies; advocacy related to community issues that 
affect families’ well-being. 
(Sturges, 2011) Commitment to advocacy 
ii. Has and utilizes political skills 
(CDE & First5CA, 2011) Forges links with influential individuals and groups in the 
community and profession, advocating goals set within shared 
decision-making venues that ensure equitable distribution of 
resources to support early childhood services.  
(CDE & First5CA, 2011) Builds alliances among stakeholders within and outside the early 
childhood profession and becomes familiar with, and comfortable 
operating within, power relationships.  
(ECLD Consortium, 
2017) 
Uses political skills and networking to gain external support and 
backing 
(ECLD Consortium, 
2017) 
Has broad support and buy-in for initiatives from stakeholders 
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(ECLD Consortium, 
2017) 
Uses range of interpersonal approaches to persuade people with 
differing perspectives and interests 
(Goffin, 2013a) Navigating the agency’s political context—encompasses 
understanding of politics and the policymaking process, being 
politically savvy, and having capacity to maneuver changes in the 
political landscape 
(Goffin, 2013a) Strategic thinking in a political context 
(Goffin, 2013a) Negotiation skill 
(Pascal & Bertram, 2012) Political and ethical skills  
(Whitebook, Kipnis, et 
al., 2012) 
Politically astute 
iii. Has public policy and systems knowledge and ability 
(Austin, 2014) Knowledge of policy and the political landscape 
(CDE & First5CA, 2011) Participates in the development of regulations or public policy and 
provides input at public hearings.  
(CDE & First5CA, 2011) Addresses challenges and barriers created by public policies.  
(CDE & First5CA, 2011) Identifies multiple views of organizational policies and 
interpersonal dynamics and can assess how they can be applied in 
a variety of settings.  
(CDE & First5CA, 2011) Presents current and relevant policy information that may 
influence services and is able to support colleagues as they engage 
family members to understand the impact of policy on services.  
(CDE & First5CA, 2011) Understands that individual and collective power can impact 
policy change.  
(ECLD Consortium, 
2017) 
Maintains awareness of industry trends and research 
 
b. Cross Sector Collaboration 
i. Builds and maintains cross sector partnerships 
(Abel, Talan, & 
Masterson, 2017) 
Ability to build community partnerships to ensure prek-3rd 
learning continuum 
(CDE & First5CA, 2011) Builds relationships with governing boards and local leaders to 
influence public policies that benefit early childhood services.  
(CDE & First5CA, 2011) Strengthens early childhood services by identifying partnerships 
with community stakeholders for shared decision making.  
(CDE & First5CA, 2011) Forges partnerships by encouraging and supporting shared 
decision making to strengthen early care and education services, 
developing a vision and mission with key stakeholders and 
ensuring that local, state, and national agendas include early 
childhood as a priority 
(CDE & First5CA, 2011) Collaborates with staff, colleagues, families, early childhood 
educators, regulatory agencies, and community leaders to review 
the program’s statement of philosophy.  
(CDE & First5CA, 2011) Collaborates with educational institutions and business leaders to 
improve the accessibility and availability of professional 
development in business, management, and finance for early 
childhood educators.  
(ECLD Consortium, 
2017) 
Establishes cross-sector collaboration 
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(ECLD Consortium, 
2017) 
Secures support and resources with internal and external 
Stakeholders 
(ECLD Consortium, 
2017) 
Builds reciprocal relationships and alliances across all levels, 
grades, and with parents 
(Hujala et al., 2016) Network management - acting as advocates for children, families, 
and employees in various ECE matters by participating in 
discussions and influencing local-level decision making with 
different kinds of stakeholder groups 
(IOM & NRC, 2015) Ability to enable interprofessional opportunities for themselves 
and their staff to facilitate linkages among health, education, social 
services, and other disciplines not under their direct leadership. 
(IOM & NRC, 2015) Collaborates effectively within and across systems. 
(IOM & NRC, 2015) Identifies and knows the protocols for accessing various school- 
and community-based resources available to support overall 
school success and promote healthy student development. 
(IOM & NRC, 2015) Effectively navigates school-based services through appropriate 
pre-referral and referral processes. 
(IOM & NRC, 2015) Coordinates and tracks the comprehensive services available 
within the community to support healthy student and family 
development. 
(OHS, 2017b) Community Partnerships and Involvement: Using partnerships to 
develop services in response to unmet needs and reduce 
unnecessary duplication of services. 
(OHS, 2017b) Families & Communities: Work collaboratively with families and 
agencies/organizations to meet children’s needs and to encourage 
the community’s involvement with early care and education. 
(OHS, 2017b) Best Practices in the Field of Family Support: Familiarity with the 
continuum of family support services and best practices in the 
field, including frequency and intensity of service delivery, 
caseload guidelines, and supervision needs of family support 
workers 
ii. Facilitates cross sector understanding and learning 
(Austin, 2014) Opportunities to interact with and learn from colleagues across 
sectors 
(CDE & First5CA, 2011) Facilitates the efforts of agencies to develop and apply an 
understanding of systems theory and factors that influence and 
impact functions of individual organizations. 
(CDE & First5CA, 2011) Understands both the shared and divergent interests of early 
childhood stakeholders and how current policies and proposals for 
change impact different stakeholders.  
(CDE & First5CA, 2011) Understands alliances among stakeholders within and outside the 
early care and education profession.  
(CDE & First5CA, 2011) Initiates and contributes to discussions with professionals, 
families, regulatory agencies, policymakers, and other service 
providers to design policies that support high-quality services in a 
variety of early childhood education settings.  
(CDE & First5CA, 2011) Provides leadership to early childhood programs in articulating a 
statement of philosophy and implementing philosophy-driven 
practice.  
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(CDE & First5CA, 2011) Analyzes the benefits and limitations of pursuing relationships 
with organizations that offer evaluation services for the purpose of 
program certification 
(CDE & First5CA, 2011) Provides leadership to early childhood educators on the principles 
of effective program planning and explains the complex array of 
funding streams that support early childhood education settings. 
(ECLD Consortium, 
2017) 
Creates a shared understanding of the interconnectedness of 
practice 
(ECLD Consortium, 
2017) 
Builds mutual support and understanding with colleagues and 
parents 
(Goffin, 2013a) Negotiation skill 
(IOM & NRC, 2015) Values the input and perspectives of multiple stakeholders. 
iii. Has ability to think about systems  
(Goffin, 2013a) Negotiation skill 
(Kagan & Bowman, 
1997) 
Develop and maintain an effective organization through seeing 
organization as a system of components, managing equilibrium 
between components and looking ahead 
(Sturges, 2011) Conceptual competence—have a sense of the field as a whole 
(Whitebook, Kipnis, et 
al., 2012) 
Aware of and engaged in a multitude of contexts extending beyond 
one’s day-to-day work, 
c. Transformational Change and Managing Change 
i. Drives transformation 
(CDE & First5CA, 2011) Envisions changes in early childhood education that are linked to 
other reform efforts, social movements, and interdisciplinary 
initiatives.  
(ECLD Consortium, 
2017) 
Drive innovation by creating new business models 
(ECLD Consortium, 
2017) 
Drive innovation by creating awareness of impact 
(ECLD Consortium, 
2017) 
Drives transformation by creating conditions for people to 
innovate 
(ECLD Consortium, 
2017) 
Encourages early adoption and application of new strategies 
(Diamond et al., 2014) Challenge established processes 
(Gonzalez, 2015) Challenge the process—provide professional development, keep 
others abreast of changes, Head Start (or organizational) specific 
knowledge 
(Stamopoulos, 2012) Capacity to create infrastructure that can create reforms and 
achieve high-quality outcomes for children 
(Whitebook, Kipnis, et 
al., 2012) 
Skilled in envisioning and facilitating change 
ii. Facilitates and manages change 
(Austin, 2014) Apply change leadership framework 
(CDE & First5CA, 2011) Facilitates the engagement of stakeholders from other systems to 
participate in systemic change.  
(CDE & First5CA, 2011) Continuously engages with stakeholders from other systems to 
ensure that early education issues are included in complex systems 
change. 
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(CDE & First5CA, 2011) Identifies and addresses systemic scale challenges faced by early 
childhood education programs. 
(CDE & First5CA, 2011) Develops strategies to overcome barriers to change. 
(Goffin, 2013a) Negotiation skill 
(Hard & Jónsdóttir, 
2013) 
Capacity to manage change and sustain improvement 
(Hujala et al., 2016) Change management 
(NAEYC, 2010) 6a: Demonstrating professional identification with and leadership 
skills in the early childhood field to think strategically, build 
consensus, create change, effectively collaborate with and mentor 
others, and have a positive influence on outcomes for children, 
families and the profession 
(Stamopoulos, 2012) Capacity to create infrastructure that can create reforms and 
achieve high-quality outcomes for children 
iii. Influences change 
(CDE & First5CA, 2011) Influences others to join in efforts for continuous improvement 
and change.  
(CDE & First5CA, 2011) Explains theories of organizational change, applies strategies for 
assessing the organization, and engages colleagues and families in 
systemic change. 
(CDE & First5CA, 2011) Articulates a range of strategies to influence policy and to analyze 
and evaluate effective strategies for transforming the system to one 
that is equitable and high-quality.  
(CDE & First5CA, 2011) Fosters a workplace culture that focuses on building leadership 
competencies in each individual to increase the program’s capacity 
to effect systemic change.  
(CDE & First5CA, 2011) Disseminates information on how individual and collective power 
influence policy and lead to systemic change.  
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Appendix G: Round 1 Instrument 
 
 
 
 
Introduction 
 
My name is Julianne Zvalo-Martyn and I am a doctoral candidate at Brandman 
University’s Ed.D. in Organizational Leadership.  I am conducting a Delphi study to 
learn what leadership competencies are needed for early care and education systems 
leaders. You have been nominated as an expert in leadership in early care and education 
and your opinion will be valuable in creating a list of leadership competencies. You have 
met the criteria for inclusion in the study through completion of the Demographic Survey. 
 
For this study, we have defined systems leaders and distinguished them from site-based 
leaders.  Systems leaders may lead educational, administrative, social service, policy, 
advocacy or government organizations focused on early care and education or related 
fields.  They may make policy, budget, or funding decisions that impact young children 
through early care and education programs.   
 
Study Purpose 
 
The purpose of this study is to identify the competencies that early care and education 
systems leaders should possess as perceived by a panel of early childhood leadership 
experts.  This study will further attempt to identify which leadership competencies 
experts perceive will have the most impact on transformation of the field into an 
organized system of practice. 
 
 
Informed Consent (required for Dissertation Research) 
 
I remind you that all information obtained through this survey will remain confidential.  
Your answers will be shown to other panelists anonymously.  All data will be reported 
anonymously and without reference to any individual or institution.   
 
 
1. Did you receive the Informed Consent and Brandman Bill of Rights I sent you via 
email?  
2. Do you have any questions or need clarification about either document?  If so, please 
explain. 
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Study Overview 
 
This is a Delphi study.  A Delphi study consists of rounds of surveys to intended to assist 
an expert panel to come to consensus.  The expert panel will work anonymously to come 
to consensus on a list of competencies for early care and education systems leadership. 
 
The work for the panel will consist of completing three to four rounds of surveys, which 
will be spread over three to five weeks.  The three surveys will be sent approximately one 
apart and panelists will have five days to return them.  After the panelists complete a 
survey, I will compile and summarize the results to create the next survey. After analysis 
of the results of each survey, you will have an opportunity to provide feedback on 
whether you agree with the summary for each round. 
 
• This first survey consists of open-ended questions and will take approximately 
15-30 minutes.   
• The second survey will ask you to rate the compiled and summarized 
competencies from the first survey on a six-point Likert scale and will take 
approximately 15-20 minutes.  
• The third survey will consist of the most highly rated competencies, by agreement 
from the panel, and give you an opportunity to choose and rank what you consider 
to be the 10 to 15 most important competencies for transformation of the field. 
This will take approximately 20-30 minutes.   
 
(If consensus is not reached after the second round, it is possible that an additional round 
may be necessary, in which case the number of rounds will reach four.)   
 
We hope you will agree to participate in all three (or possibly four) rounds! At the 
conclusion of the research and completion of all rounds, your name will be included in 
the study (only if you agree in writing to publish your identity.)  
 
Round 1 Questions 
 
This survey round should take no more than 20-30 minutes. Please answer the following 
open-ended questions to the best of your ability.  Please limit your answers to a 
maximum of 10 competencies or qualities per question. Feel free to include as much or 
little detail as you feel is necessary.  
 
1. To the extent that leadership competencies and knowledge can be generalized, 
what would you consider as the most important leadership competencies, 
skills and knowledge for early childhood systems leadership (birth to age 8)? 
*Please note: Identify no more than ten leadership competencies.  
 
2. What new leadership competencies, skills and knowledge have you had to 
acquire to be an effective leader in the early care and education field? 
*Please note: Identify no more than ten leadership competencies.  
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3. What personal qualities do you think a systems leader in early care and 
education needs the most? 
*Please note: Identify no more than ten leadership qualities.  
 
4. Is there anything else you would like to add? 
 
Conclusion of Survey 
 
Thank you very much in advance for completing this survey.  You will have five days to 
return your responses to each round.  I will compile and synthesize your answers and the 
answers of the other panelists and create a second survey.  This second survey will ask 
you to rate the importance of each summarized competency.  You will receive the second 
survey in approximately one week after you return the first round of questions.  
 
Contact information:   
Julianne Zvalo-Martyn 
Email: xxxxx@xxxxx.xxx 
Phone: xxx.xxx.xxxx 
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Appendix H: Round 2 Instrument 
Round 2 Survey - Leadership Competencies for Early Care and Education 
Dear Esteemed Panelists, 
This survey represents a synthesis of competencies, skills, and qualities you as a panel 
created in the Round 1 Survey. Due to your work, 633 competencies were collected. 
Duplicates were eliminated, and the remaining competencies were synthesized until they 
were summarized into the approximately 100 competencies you see here. 
The attempt was to retain all of your opinions, while at the same time summarizing and 
synthesizing. Depending on your perspective, there may be competencies that seem 
similar, or overlapping, but are different enough to be rated separately for the purpose of 
this study.  The competencies were organized into categories as part of the synthesis. The 
categories are included here, not as a statement of their meaning or relevance, but only to 
make it less overwhelming to go through the survey, as per feedback from testers. 
(The number of competencies for Round 3 should be smaller as only competencies that 
are rated in this round as “Important” to “Very Important” by the panel, as measured by 
median and interquartile range, will move forward to Round 3.) 
Round 2 is intended to continue to answer this study’s Research Question 1: What do 
early childhood leadership experts identify as the most important competencies early care 
and education systems leaders should possess? 
Definitions: 
Systems leaders may lead educational, administrative, social service, policy, advocacy or 
government organizations focused on early care and education or related fields. They 
may make policy, budget, or funding decisions that impact young children through early 
care and education programs. 
Site-based leader is a term that refers to lead teachers, directors, program managers and 
principals in early care and education settings. Site-based leaders manage the day-to-day 
operations of sites from small, one-classroom programs to large organizations with many 
sites. 
Instructions  
Please provide your opinion on the importance of each competency for early care and 
education systems leaders.  Rate each competency on a scale of 1 to 6 in regard to its 
importance. 
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The number 1 represents an opinion that this competency is not at all important, while 6 
represents an opinion that the competency is very important. (So the higher the number, 
the more important the competency.) 
When rating, think of each competency separately and distinctly. In this round, you are 
not comparing the competencies to each other, but just rating each one according to your 
opinion of how important it is for early care and education systems leaders, based on your 
own experience and knowledge. 
1—Not at all important 
2—Unimportant 
3—Slightly unimportant 
4—Slight important 
5—Important 
6—Very important 
Field testers took approximately 15 minutes to complete this survey.  I recommend you 
complete it in one sitting if possible, but if you do need to leave it to do other things, 
please go forward to the end of the survey and click on the Submit button so that your 
answers are saved.  You can come back to it at a later time. 
Though the survey does not force you to answer each question, but PLEASE DO.  I have 
disabled the “force submit” settings so that you can submit part of the survey and go back 
to complete.  Please do rate every competency before your final submission. 
There are 14 sections of various numbers of competencies. At the end of the survey you 
will have an opportunity to list anything you think is missing or possibly misunderstood 
by the researcher. It is important to the reliability of the study to ensure panelists have an 
opportunity to provide feedback concerning whether their responses are represented 
accurately. 
Thank you very much for your precious time and important opinions.  Please email me at 
xxxxx@xxxxx.xxx, or call my cell at xxx.xxx.xxxx, if you have any questions. 
 
Please complete this survey by MONDAY, MAY 29.  Thank you so much! 
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Name * 
 
 
 
 
Round Two Survey 
Change Leadership  
Adaptive leadership 
knowledgeable about adaptive leadership and adaptive leadership skills: knowledgeable about 
differences between technical and adaptive leadership challenges 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Manage and influence change: respond to and manage organizational change 
perceive changing needs; adaptive to changing situations, understand the wide range of ways to 
influence change and address barriers 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Systems change: develop and implement complex initiatives/systems change efforts 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
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Urgency: relentless focus on getting things moving (in field that does not typically move 
quickly!) 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Collaboration and Team Building 
 
Facilitation: group and dialogue facilitation skills 
knowledge of group and power dynamics, communication styles, effective interventions and can 
focus on others' need for process 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Team management: attention to detail for effective team management 
respect for others' time and opinions, good planning/materials, maintain timelines, shared agenda, 
etc. 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Create safe AND brave spaces for people to share their stories 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
              Collaboration: seek connection and motivate others to collaborate for the greater good 
community builder; able to foster cooperation and collaboration -- and know the difference 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Convener: connect people with common interests and passions to build balanced, effective and 
powerful teams 
identify the range of skills/knowledge/dispositions needed for tasks or projects and convene groups of 
people; bring varied voices and perspectives together to create shared goals 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
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Understand how mental models impact behavior of individuals and organizations 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Expertise in constructivism as a global organizational approach for all 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Balance: between warmness, strength, passion, "just the facts," firmness, emotions, leading and 
following 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Power dynamics: savvy about power dynamics when women work with women 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Communication and Relationships 
 
Communication: excellent written and oral communication skills 
using multiple strategies, including public speaking skills; speak/act/write/message effectively, 
respectfully, clearly and concisely to a variety of individuals across cultures, and in and out of 
the profession 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Communicate frequently to board and stakeholders 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
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sustainable relationships and partnerships 
interpersonal skills to engage with a wide range of individuals and stakeholders for successful 
systems work; possess relational competency, and relational logic of effectiveness; partnership skills 
essential for policy development and implementation, coalition building, creating innovative solutions 
that have broad support; build trust and establish mutual respect with partners 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Ability to work with other "leaders" who are not team players 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Relationships with families: skill in establishing and maintaining genuine relationships with families 
regarding their child's growth and development 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Listen: actively, deeply and respectfully listen to the perspectives of others 
with a goal of understanding and building empathy for their stories, including families, communities, 
children and practitioners; ability to synthesize, summarize and focus on solutions 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Conflict management: manage conflict and employ effective techniques for conflict resolution 
comfort working with difference of opinions, dissent and interpersonal conflict; de-escalate anger in 
self and others; facilitate and participate in restorative conversations when conflicts arise 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Social tact: switch gears quickly from working with a state department head to a child care 
infant/toddler teacher 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
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ECE Content Knowledge and Experience 
 
Child development and early learning: sound understanding of child development, developmental 
differences among children, and how children think and learn from birth to third grade 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Experience: hands on experience in early childhood education, ideally would have taught young 
children 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Pedagogical leadership: ability to support staff in the development and implementation of 
curricula and assessment methodologies 
comprehensive, integrated, evidence-based, developmentally appropriate curricula and assessment 
methodologies 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Knowledge of the ECE Field 
 
Knowledge of field: well-informed about the distinctive histories, policies, regulations, 
administration, and financing of ECE 
from infant/toddler programs through elementary education; understand ECE's complexities and co- 
existing perspectives as a field of practice, including knowledge of programs in other states, and all 
aspects of early childhood: families, health and safety, early education 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Knowledge of ECE research: stay current on research, trends and practices 
including new theories and changes in established theories; ability to synthesize large amounts of 
new information, apply child development theory and research to policy and practice; stay fresh! 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Inclusion, Equity and Cultural Competence 
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Value diversity: inclusive; aware of differences; respect diversity and diverse perspectives, 
backgrounds and roles 
including respect for the voices of diverse families; understanding of the depth of diversity among 
practitioners 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Open and non-judgmental: flexibility in attitude and interest; open to, respectful and accepting of 
others’ positions and opinions 
respectful of ideas, approaches, needs and divergent perspectives; create new possibilities, 
partnerships and strategies; impartial, non-partisan; able to negotiate and find compromises 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Cultural intelligence, sensitivity, awareness, competence 
spend intentional time and energy learning more about the cultures of the workforce and the children 
and families served, even including learning some of the languages spoken at home 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Challenge inequity 
commitment to equity, diversity, fairness, social justice, equal opportunity; challenge assumptions and 
address system inequities; aware of privilege; understand and address implicit bias and its 
implications in work with adults and children; equalitarianism 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Focus on children and families 
respect the voices of families, value and embed their input and leadership; keep children and families 
at the heart of decision-making; ensure that actions and words reflect an understanding of how 
children grow, develop, and learn, including children with special needs 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Vision 
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Vision: inspire others through building a shared vision, purpose and/or mission 
motivate, influence and bring others together around the vision and see the detail to achieve it; 
charismatic and inspirational 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Organizational Leadership 
 
Administration: solid understanding of program operations and management of facilities 
recruitment and retention of high quality staff ; personnel issues and human resources; effective 
juggling and managing multiple priorities 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Board development: grow and engage a strong strategic board 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Data driven: strategic use of data; 
base decisions on what is proven to support young children and families; knowledge of best practices 
in evaluation, data collection and theory of change development; ability to articulate current data and 
ensure data is being collected 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Decisive: ability to make decisions 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Entrepreneurial thinking and mindset 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
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Ethical: use professional ethics and other standards and guidelines in making decisions 
fair, ethical and equitable; has moral compass; commitment to doing what is right (knowing and using 
the NAEYC Code of Ethical Conduct); ALWAYS act and speak in a way that shows your integrity and 
understanding of professional ethics 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Finance and budget: understand finance of organization; effectively develop and manage a budget, 
including payroll 
develop a business/financial plan and proposals for future projects, document projects' 
implementation 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Marketing: knowledge of the fundamentals of effective marketing, public relations and 
community outreach 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Professionalism: attention to detail, organized, timely, prompt 
follow through, remain composed, think logically, and respond rationally; is part of professional 
organizations 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Perspective: does not let the perfect get in the way of the good, let go and move on 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Problem solver: persistent and optimistic problem-solver 
discern real problems (not contrived); responsive and able to find ways to solve problems regardless 
of many challenges, focus attention on what can be done 
Mark only one oval. 
 238 
 
Strategic and critical thinking 
analytical and organized thinker; can plan and act intentionally and systematically; engaging expert 
facilitator for ongoing strategic planning 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Study of leadership 
continuous study of leadership and its development; knowledge of leadership mindsets and 
frameworks and the skills to implement them 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Succession planning: building the future and mentoring the next generation 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Technology: technologically savvy; understand impact of technology 
create and implement technology policies and coaching structure for staff program; plunge into 21st 
century learning and operational structure/technology 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Supportive Workplace 
 
Adult learning: understand adult learning styles and theories as they pertain to leadership and 
management of staff in order to promote continuous growth 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Coach and mentor: mentor staff and build capacity; create pathways for growth and 
professional learning 
Mark only one oval. 
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Delegation: good at delegating; able to create clear roles and responsibilities 
building capacity in others and let go; trust others and their capacities; does not ask others to do what you 
would not do yourself 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Empower others: go beyond personal agenda and focus on others; inspire others to share 
ideas opinions; give others credit; motivational; acknowledge value of team/staff 
strength-based and positive approach; ensure individual contributions are appreciated and needs are 
identified and met to the extent that is possible 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Fill gaps: ability to see where gaps in capacity exist and make recommendations for filling 
(e.g. PD for staff, gaps in staffing, relationship gaps, etc) 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Human centered design thinking 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Preventative practices (e.g., hold staff accountable) 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Reflective supervision: engage in reflective conversation to help others discover assumptions 
and guide them to expand their perspectives 
provide reflective forms of support to ensure the adults are competent in their work 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
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Recovery and healing support: trauma informed leadership knowledge and skills; expertise in 
codependency recovery; establish support groups 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Wellness and self care: recognition of the critical importance of wellness and work/life 
balance in higher productivity 
take care of self; mindfulness, and other support programs for staff and others 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Personal and Professional Qualities 
 
Ability to say "no" when needed: in a profession dominated by women, helpers want to help 
and sometimes become overburdened and burned out 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Adaptability: flexibility; can think on one’s feet, able to compromise 
willingness to change one's own beliefs and behaviors, embrace uncertainty and ambiguity without 
sacrificing one's values; can nimbly shift perspectives 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Appreciation and respect: communicate respectfully, show appreciation and 
acknowledgement, express gratitude 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Clarity and focus 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
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Confidence: high level of confidence and self-efficacy while not being arrogant 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Courage: leaders must have the courage to take a chance at times and try the unknown, the 
untested, the unpopular 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Creativity: creative, original and innovative thinker and problem solver, able to create 
innovative solutions 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Curiosity: growth mindset, life-long learner, intellectual curiosity, constant learning, take an 
inquiry stance, cultivate transformation and learning 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Diplomacy: has grace and ability to remain composed, think logically, and respond rationally 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Empathy: compassion and concern for others 
work to understand those with challenges and barriers and feel their pain and fear; understand the 
needs of those advocating for children. Systems leaders need empathy, not sympathy. Sympathy is 
feeling bad for someone. Empathy is feeling their pain, truly understanding their experiences. 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
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Humility: willing to reveal and acknowledge vulnerabilities and ask for help 
owns strengths and power, admit mistakes, not act like an expert, take responsibility and blame; has 
a balanced ego 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Initiative: shows initiative, welcomes challenges as opportunities and is willing to take risks 
and accept challenges, setbacks and inertia 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Optimistic: joyful, sense of fun and delight, positive attitude in thinking and actions 
sees the glass ½ full; frame challenges as opportunities; hope - we have to believe we can change 
outcomes for the better 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Passion: commitment and dedication to children, families and workforce serving them 
true passion in word and action; does not give up even when measures fail; passion to speak out as 
to needs of young children 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Patient and thoughtful: systems leaders pause to think and consider before deciding; think 
about impact of one part of a system on another part 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Perseverance: determination, diligence, persistence, resilience, "stick-to-it-ness,” willingness to 
work hard and persevere through challenges; driven 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
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Questioning: committed to asking powerful questions of self, others, programs and systems; 
takes an inquiry stance 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Reliability: reputation for good work, fairness, knowledge, persistence; trustworthy 
authentic, honest, transparent, and has integrity; a leader's words, actions, and sentiments must 
match 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Resourceful, intelligent, shrewd 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Self-reflective and self-aware: receptive to feedback and criticism to improve practice 
self-regulates; knows one's strengths, areas of weakness, triggers, passions/goals, vulnerabilities; 
high emotional intelligence 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Sense of humor, personable 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Spiritual (non religious) strength 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Systems thinking and skills 
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Systems thinker: knowledgeable about and aware of systems and has skills as a systems 
thinker 
provide support to staff who may not have previous systems work experience 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Going beyond: willingness to work beyond the needs of your organization to serve the good of 
the system 
open to learning about and applying systems thinking in leading/managing 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Big picture: ability to see what's beyond the surface; consider the larger picture; have a vision for 
the future 
and understand the importance of each small component; can easily shift from the weeds to 50 ft 
above; has a global perspective; envision what the systems could do to support families, children and 
providers 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Systems impact: understand and analyze the many systems and issues that impact families, 
children, and practitioners in some way 
including social issues and programs and services which exist outside of center-based settings; e.g. 
child care resource & referral, child care licensing, QIS/QRIS, subsidized child care, Head Start, TK- 
12, TANF, SNAP, health care, poverty, trauma, etc; 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Advocacy and Public Policy 
 
Knowledge of policy and legislation: understand process and content of legislation, social 
issues, and public policy affecting young children and their families, across multiple 
programs 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
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Finance and funding: expertise in the economics and finance of ECE programs and systems. 
knowledge of state, federal and private funding streams and sources, including understanding the implications 
of policy and financing 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Engage with funders: develop relationships with local, state and national funders 
including community foundations who support early care and education work; meet face to face with 
these funders and cultivate a mutual understanding 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Persuade and influence: articulate early childhood systemic needs to local, state, and national 
policy makers 
both verbally and in writing in a way that is understood by those not in early childhood arena; an 
effective leader needs to be comfortable presenting her/his case – and be constant in follow-up with 
others; develop relationships with legislators at the state and national level; understand how they 
relate to the issues in the ECEC field and discern who might best support the services. 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Advocate for young children, families and practitioners 
ability and commitment to lift up the voices of parents, children and child care providers to improve or 
create new systems 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Expertise in analyzing, developing and implementing policy 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Cross-sector work 
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Cross-sector skills and knowledge: strengthen networking skills; synthesize information from 
different sources and stakeholders 
learn organizational structure of allied agencies; positive mind set – see leaders in other areas as 
potentials partners rather than threats 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Cross-sector impact: encourage cross-agency collaboration focused on a shared vision 
develop relationships with state agencies, build coalitions and connect with leaders across programs, 
services, and age levels to promote alignment prek to third grade; develop partnerships and 
understand the linkages required to achieve policy wins 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Broaden partnerships: connect to the general public; broaden partnerships and build unlikely 
alliances with non-traditional partners 
such as business, health care, unions, and senior citizen groups to achieve change, promote 
investments and end isolation of the field 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Education pathways: develop partnerships with K-12 and higher education in order to meet 
common needs and ensure the pipeline of education. 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Coordination: coordinate early childhood programs and services housed in both public and 
private agencies 
and organizations across the state by engaging stakeholders in the development of a state plan for 
early childhood 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Knowledge of Quality 
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Quality: knowledge of the crucial components within a high quality early childhood system 
including affordability, availability, and commitment to upholding high standards for the field 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
Establish an environment of collective appreciation for improvement practices focused on 
reaching well-defined, achievable goals 
Mark only one oval. 
 
1 2 3 4 5 6 
 
 
Not at all important Very Important 
 
 
 
End of Survey 
 
sIs there anything else you would like to add? (For example, are there additional competencies 
you feel are missing, including new ideas or ideas previously submitted but not well represented 
here? Do you have any feedback or questions?) 
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Appendix I: Round 3 Instrument 
 
Round Three of Leadership Competencies Study 
Welcome to Round Three! 
 
In this round, you will find the competencies that were chosen by the panel as important or very 
important for those in systems leadership roles in Round Two. You will choose which of these 
competencies are the most important for systems leaders to possess in order to impact the 
transformation of ECE into an organized field of practice. 
 
Integration of Feedback from Round  Two 
   
 
For some, greater clarity of context might be helpful.  Comments and feedback from the panel were 
integrated into this round in the following ways: 
 
• Additional summarization of competency descriptions (those that made it to this round) 
• Slight wordsmithing on a few competencies 
• Additional synthesis of competencies that were similar or overlapping 
• Revised and refined background and instructions 
Definitions for Round Three 
 
 
For Round Three, you will choose competencies that you believe are the most important for systems 
leaders to possess in order to impact the transformation of ECE into an organized field of practice. 
Below are some important definitions to invite a common understanding. 
 
-TRANSFORMATION - “A radical change of strategy, structure, systems, and processes so significant 
that it requires a shift of culture, behavior, and mindset to implement successfully and sustain over time” 
(Anderson & Ackerman-Anderson, 2010, p. 60).  Transformational change utilizes a collaborative, 
inclusive, systemic, nonlinear process that is grounded in positive vision and activates the power of 
collective purpose to achieve breakthrough results (Bass, 2014) . 
 
-SYSTEMS LEADERS  may lead educational, administrative, social service, policy, advocacy or 
government organizations focused on early care and education or related fields.  They may make policy, 
budget or funding decisions that impact young children through early care and education programs. 
 
- ORGANIZED FIELD OF PRACTICE - Can be defined as "one unified by shared purposed and 
tightly bound by systems of preparation, practice and accountability" (Goffin, 2015, pp. 4-5). 
 
Purpose of the Study 
 
 
As a reminder, for those interested, here is the purpose statement for the study. 
 
The purpose of this Delphi study is to identify the competencies that early care and education systems 
leaders should possess as perceived by a panel of early childhood leadership experts.  For this study, 
systems leaders are defined as those that may lead educational, administrative, social service, policy, 
advocacy, research or government organizations focused on early care and education or related fields. 
They may make policy, budget or funding decisions that impact young children through early care and 
education programs.  This study will also attempt to  identify which leadership competencies experts 
perceive will have the most impact on transformation of the field into an organized system of practice. 
 
References 
 
 
 
Anderson, D., & Ackerman-Anderson, L. S. (2010). Beyond change management : How to achieve 
breatkthrough results through conscious change leadership (2nd ed.): San Francisco : Jossey- 
Bass/Pfeiffer, c2001. 
 
Gass, R. (2014).  What is transformation? Social Transformation Project. Website. Retrieved from  
stproject.org/resources/ 
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1. Choose up to 15 
Check all that apply. 
 
X 
 
 
Team management: attention to 
detail for effective team 
management 
 
Coaching and mentoring skills: 
mentor staff and build capacity; 
create pathways for growth and 
professional learning 
 
Urgency: relentless focus on 
getting things moving (in field that 
does not typically move quickly!) 
Knowledge of the field: well- 
informed about the distinctive 
histories, policies, and financing of 
ECE; understand ECE's 
complexities and co-existing 
perspectives as a field of practice, 
including the influences and 
policies that have the most impact 
on the early childhood system 
Sound understanding of child 
development: including brain 
research, developmental 
differences among children; and 
how children think and learn from 
0-8; stays current on research 
Recovery and healing support: 
trauma informed leadership 
knowledge and skills 
Collaboration: able to foster 
cooperation and collaboration -- 
and know the difference; seek 
connection and motivate others to 
collaborate for the greater good 
Advocacy: lift of the voices of 
young children and families; 
advocate for young children, 
families and practitioners 
 
Change management: respond to, 
manage and influence 
organizational change 
 
Focus on children and families: 
keep children and families at the 
heart of decision-making 
Influence and persuasion: 
articulate early childhood systemic 
needs to local, state, and national 
policy makers 
 
Cultural intelligence, sensitivity, 
awareness, competence 
Relationships: understand the 
importance of relationships; ability 
to build strong, sustainable 
relationships and partnerships for 
successful systems work 
Delegation: good at delegating; 
able to create clear roles and 
responsibilities; build capacity in 
    others and let go  
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Systems thinker: knowledgeable 
about systems and has skills as a 
systems thinker; understands how 
systems and issues impact 
families, children and practitioners 
Conflict management: manage 
conflict and employ effective 
techniques for conflict resolution 
Finance and funding: expertise in 
the economics and finance of ECE 
programs and systems 
Engagement with funders: 
develop relationships with local, 
state and national funders 
Listening skills: actively, deeply 
and respectfully listen to the 
perspectives of others 
Knowledge of policy and 
legislation: understand process 
and content of legislation, social 
issues, and public policy affecting 
young children and their families, 
across multiple programs 
 
Ethical leadership: use 
professional ethics and other 
standards and guidelines in 
making decisions 
 
Establish an environment of 
collective appreciation for 
improvement practices focused on 
reaching well-defined, achievable 
goals 
 
Big picture perspective: ability to 
see what's beyond the surface; 
consider the larger picture; have a 
vision for the future 
Professionalism: attention to 
detail, organized, timely, prompt 
Data skills: data driven; strategic 
use of data; base decisions on 
what is proven to support young 
children and families 
 
Ability to work with other "leaders" 
who are not team players 
Inclusiveness: aware of and 
inclusive of differences; respect 
diversity and diverse perspectives, 
backgrounds and roles 
Communicate frequently to board 
and stakeholders 
 
Systems change skills: ability to 
develop and implement complex 
initiatives/systems change efforts 
Strategic and critical thinking skills 
Cross-sector skills: strong 
networking skills; build cross- 
sector coalitions focused on a 
shared vision 
 
Facilitation: group and dialogue 
    facilitation skills  
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X 
 
 
Broadening of partnerships: 
connect to the general public; 
broaden partnerships and build 
unlikely alliances with non- 
traditional partners 
 
Safe spaces: create safe AND 
brave spaces for people to share 
their stories 
 
Communication: excellent written 
and oral communication skills 
Vision: inspire others through 
building a shared vision, purpose 
and/or mission 
 
Adaptive Leadership: 
knowledgeable about adaptive 
leadership and adaptive 
leadership skills 
Empowerment: go beyond 
personal agenda and focus on 
others; inspire others to share 
ideas opinions; give others credit; 
motivational; acknowledge others' 
value 
 
Willingness to work beyond the 
needs of your organization to 
serve the good of the system 
Quality: knowledge of the crucial 
components within a high quality 
early childhood system 
Commitment to equity: challenge 
inequity, fairness, social justice 
and equal opportunity; dismantle 
deficit views 
 
Convening skill: connect people 
with common interests and 
passions to build balanced, 
    effective and powerful teams  
 
Personal Qualities and Dispositions 
 
 
 
 
Choose up to 5 competencies (no more!) from this section that are the most important for systems 
leaders to possess in order to impact the transformation of ECE into an organized field of practice 
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1. Choose up to 5 
Check all that apply. 
 
X 
 
 
Questioner: takes an inquiry 
stance; committed to asking 
powerful questions of self and 
others in order to improve 
practice; growth mindset 
Creativity: creative, original and 
innovative thinker and problem 
solver, able to create innovative 
solutions 
 
Adaptability: flexibility; can think 
on one’s feet, able to compromise 
Perspective: does not let the 
perfect get in the way of the good, 
let go and move on 
 
Optimism: joyful, sense of fun and 
delight, positive attitude in thinking 
and actions 
 
Humility: willing to reveal and 
acknowledge vulnerabilities and 
ask for help 
Clarity and focus 
Curiosity: life-long learner, 
intellectual curiosity, cultivate 
transformation and learning 
Openness: non-judgmental; 
flexibility in attitude and interest; 
open to, respectful and accepting 
of others’ opinions 
 
Self-awareness: self-reflective and 
receptive to feedback and criticism 
to improve practice 
 
Perseverance: determination, 
diligence, persistence, resilience, 
willingness to work hard and 
persevere through challenges; 
driven 
 
Empathy: compassion and 
concern for others 
 
Patience and thoughtfulness: 
systems leaders pause to think 
and consider before deciding; 
think about impact of one part of a 
system on another part 
 
Reliable: reputation for good work, 
fairness, knowledge, persistence; 
trustworthy 
 
Passion: commitment and 
dedication to children, families and 
workforce serving them 
 
Diplomacy: has grace and ability 
to remain composed 
Confidence: high level of 
confidence and self-efficacy while 
    not being arrogant  
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X 
 
 
Initiative: shows initiative, 
welcomes challenges as 
opportunities and is willing to take 
risks and accept setbacks and 
inertia 
 
Appreciation and respect: 
communicate respectfully, show 
appreciation, express gratitude 
Courage: leaders must have the 
courage to take a chance at times 
and try the unknown, the untested, 
the unpopular 
Decisive: ability to make decisions 
 
End of Survey 
When you click SUBMIT at the end of this survey, you will be provided with three links. 
 
The first link will say "See previous responses" and will allow you to double check that you chose the 
correct number of competencies, and that the competencies you chose were the ones you intended. 
 
The second link will say "Edit your response" and will allow you to go back and change or add to your 
submission. 
 
The third link will say "Submit another response" and will allow you to start over and create a new 
response. 
 
To retain access to these links at the end of the survey, you will need to bookmark them.  You will be able 
to make changes or additions until the survey closes at midnight on June 10. 
 
1. Are there additional competencies you feel are missing, including new competencies, or 
revised versions of those listed here? Or, are there any competencies you felt should be 
combined? Please explain. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
2. Is there anything else you would like to add? Do you have feedback, critique, concerns or 
insights that might assist the researcher in analyzing and representing the data? 
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1. Do you consent to have your name, title and organization (as supplied by each of you in the 
Demographic Survey) included in the study in a list of expert panel participants? Your name 
and identifying information will not be associated with any specific answers, data, data 
analysis, or conclusions. The collective demographic information and study results will be 
presented anonymously and independently from names or identifying characteristics, 
including roles, years in the field, positions, education, or any other identifying information. * 
Mark only one oval. 
 
Yes 
No 
Please contact me. 
Other: 
 
2. Do you wish to receive a copy of the study once it is completed and approved? * 
Mark only one oval. 
Yes 
No 
 
3. THANK YOU FOR YOUR PARTICIPATION IN 
THIS STUDY! Any final thoughts or requests 
can be included here. 
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Appendix J: Demographic Survey 
Demographic Survey of Potential Expert Panelists  
  
My name is Julianne Zvalo-Martyn.  I am a doctoral candidate at Brandman University, 
Irvine, in Organizational Leadership in Education and also Assistant Professor and Chair 
of Early Childhood Education at Brandman University.  
 
I am conducting a Delphi study to learn what leadership competencies are needed for 
early care and education systems leaders.  For this study, we have defined systems 
leaders and distinguished them from site-based leaders.  Systems leaders may lead 
educational, administrative, social service, policy, advocacy or government organizations 
focused on early care and education or related fields.  They may make policy, funding or 
program decisions that impact young children through early care and education programs.   
 
Study Purpose 
 
The purpose of this study is to identify the competencies that early care and education 
systems leaders should possess as perceived by a panel of early childhood leadership 
experts.  This study will further attempt to identify which leadership competencies 
experts perceive will have the most impact on transformation of the field into an 
organized system of practice. 
 
 
Demographic Survey 
 
You have been referred to me by an early childhood professional who felt your expertise 
in leadership in early care and education would be valuable in my study.  This 
demographic survey is used to find leaders that meet the criteria of the study.  We are 
looking for a well-rounded panel, and it is not necessary to meet all the criteria.  Be 
assured that your participation is voluntary and confidential. Participants’ and 
organization names will not be reported in the findings, unless you consent to have your 
name listed as a participant.  A follow-up e-mail will be sent letting you know if you met 
the study criteria and inviting you to participate in the study.   
 
Your expertise and time is greatly appreciated.  I would be very happy to answer any 
questions you may have.  Please contact me at xxx.xxx.xxxx or xxxxx@xxxxx.xxx. 
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1. Preferred email address * 
 
 
 
 
2. Phone number at which you can be reached if 
needed for study purposes 
 
 
 
 
3. State in which you reside * 
 
 
 
 
4. Name of your organization, business or focus 
area * 
 
 
 
 
5. Department/Division/Program (if applicable) 
 
 
 
 
6. Preferred Job Title or Titles 
 
 
 
 
7. What category (or categories) best describes your current or most recent organization, 
department, business or focus (check all that apply). (It is understood that the categories 
below may not perfectly capture every aspect of the complexity of the field.) * 
Check all that apply. 
 
Early care and education program (such as Head Start, State preschool, etc.) 
Higher education 
Research 
Public policy and/or advocacy 
Early childhood special education and related fields 
Professional development and/or training of early childhood educators 
Adult/parent/family education 
Government/public agency 
Social service/non-profit 
Consulting/advising 
Infrastructure organization (such as Child Care Resource and Referral) 
Early childhood collaborative, consortium, or other multi-system group 
Primary/secondary education (K-12) 
Other: 
 
 
 
 
Educational Background  
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1. Please list your college degrees, undergraduate and advanced. Also include credentials, 
permits and certificates, if you believe they are applicable. Include academic subject and 
degree type for each degree. e.g., B.A. in Biology, M.A in in Early Childhood Education * 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Experience 
 
2. How many years have you been in the early 
care and education field or related fields, 
including all positions and experience? * 
 
 
 
 
3. Are you a member, or have you been a member of the National Association for the Education 
of Young Children? * 
Mark only one oval. 
 
Yes 
No 
 
4. Do you have experience working directly with young children ages 0-8, (includes paid and 
volunteer work)? * 
Mark only one oval. 
 
Yes Skip to question 13. 
No Skip to question 17. 
 
Experience with Children 
 
5. In what capacity did you work or do you work 
with young children aged 0-8 (e.g. care and 
education, speech therapy, behavior analysis, 
etc.)? * 
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1. What age groups did you, or do you work with? (check all that apply) * 
Check all that apply. 
Infant/toddler (ages 0-3) 
Preschool (ages 3-5) 
Kindergarten/transitional kindergarten/junior kindergarten 
1st through 3rd Grade 
Early childhood special education (ages 0-5) 
Grades K-3 special education 
Other: 
 
 
 
2. How many years have you worked, or did you 
work with young children aged 0-8? * 
 
 
 
 
3. Additional explanation regarding work with 
children if needed 
 
 
 
 
Experience - Site-based leadership 
For this study, site-based leader is a term that refers to lead teachers, directors, coaches, program 
managers and principals in early care and education settings.  Site-based leaders may manage the day- 
to-day operations of sites from one classroom to many sites. 
 
4. Have you been in a site-based leadership role in early care and education? * 
Mark only one oval. 
Yes Skip to question 18. 
No Skip to question 21. 
 
Site-Based Leadership 
 
5. Check all that apply * 
Check all that apply. 
Site supervisor 
Lead teacher 
Master teacher/coach/mentor 
Early care and education program manager or director 
Principal/assistant principal 
Curriculum/education director 
Other: 
 
6. How many years total in any site-based 
leadership role? * 
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1. leadership if needed 
 
 
 
 
Experience - Systems Leadership 
For this study, systems leaders are those that may lead educational, administrative, social service, policy, 
advocacy, research or government organizations focused on early care and education or related fields. 
They may make policy, funding or program decisions that impact young children through early care and 
education programs. 
 
2. Have you been in a systems or program leadership role in an early care and education 
focused organization? * 
Mark only one oval. 
 
Yes Skip to question 22. 
No Skip to question 25. 
 
Systems Leadership 
 
3. Please check all that apply * 
Check all that apply. 
Early care and education program administrator 
Social service/nonprofit director or administrator 
State government agency or department director or administrator 
Federal government agency or department director or administrator 
Executive director of agency or organization 
Other: 
 
 
 
4. How many years total in any systems 
leadership role? * 
 
 
 
 
5. Additional explanation regarding systems leadership if needed 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Experience Continued 
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1. Have you made policy, budget or programming decisions that have possibly impacted the 
early care and education field (locally, statewide, or nationally)? * 
Mark only one oval. 
 
Yes 
No 
 
2. Do you have experience teaching at the university or college level in early care and education, 
early childhood special education or child development related subjects? (adjunct or full time). 
* 
Mark only one oval. 
 
Yes 
No 
 
3. Do you have experience teaching at the university or college level in other academic areas 
(i.e., public policy, organizational leadership, business management, etc)? * 
Mark only one oval. 
 
Yes Skip to question 28. 
No Skip to question 29. 
 
College Teaching Experience 
 
4. Which academic areas have you taught? 
 
 
 
 
Experience Continued 
 
5. Do you have experience in providing non-unit bearing training or professional development in 
early care and education, early childhood special education or child development related 
subjects? * 
Mark only one oval. 
 
Yes 
No 
 
6. Have you conducted research and/or published on topics related to leadership in early care 
and education? * 
Mark only one oval. 
 
Yes 
No 
 
7. Have you conducted research and/or published on any other topics related to early care and 
education? * 
Mark only one oval. 
 
Yes 
No 
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1. Additional explanation regarding teaching, training, research and publications, if needed 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
2. Feedback on survey (optional) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Powered by 
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Appendix K: Introduction and Consent 
 
Consent to Participate in a Delphi Study 
 
Delphi Study: Toward an Emerging Theory of Leadership Competencies in Early Care 
and Education 
 
DATE: April X, 2018  
Brandman University 
16355 Laguna Canyon Road Irvine, CA 92618 
 
Principal Investigator: Julianne Zvalo-Martyn, M.S. 
  
Background: You are being invited to take part in a Delphi study. Before you decide to 
participate in this study, it is important that you understand why the study is being done 
and what it will involve. Please take the time to read the following information carefully. 
Please ask the researcher if there is anything that is not clear of if you need more 
information.  
 
Purpose of Study: The purpose of this Delphi study is to identify the competencies that 
early care and education systems leaders should possess as perceived by a panel of early 
childhood leadership experts.  The purpose of this study is also to identify which 
leadership competencies experts perceive will have the most impact on the 
transformation of the field into an organized system. This study will collect lists of 
competencies as perceived by experts in leadership in early care and education. 
 
Study Procedures: This study will consist of three rounds of questionnaires and surveys 
to obtain your opinion of competencies needed by early care and education leaders. Your 
expected time commitment for this study is: 15-30 minutes per round based on your 
response time. 
 
Round 1: First round electronic questionnaire will require participants to list 
competencies as elicited from open-ended questions taken from (Goffin, 2013a).  
 
Round 2: Responses from Round 1 will be compiled and summarized. The list of 
competencies will be sent out in survey form where participants will rate how important 
each competency is for leadership in the early care and education field.  
 
Round 3: The responses from Round 2 that are most highly rated by consensus will be 
send out via survey. Participants will be asked to choose rank competencies in order of 
their importance for transformation of the field into an organized field of practice.   
 265 
 
Round 4: If an 70% agreement is not attained in Round 3, a fourth survey will go out 
with the items from Round 3 in rank order and participants will be asked to rank each of 
the competencies in order of their importance. 
____________________________________________________________________ 
Consent:  
I understand that: 
 
a) There are minimal risks associated with participating in this research.  
Participation in surveys is voluntary. The surveys should take approximately 15-30 
minutes of time to fill out. All responses will be combined to develop the next round of 
survey consolidation. The responses are anonymous. The Researcher will protect my 
confidentiality by keeping the research materials in a password-protected computer that is 
available only to the researcher and retained for five years. No personally identifiable 
information (PII), (such as, names, Social Security Numbers [SSNs], email addresses, 
Internet Protocols [IP] addresses, street addresses, telephone numbers) will be attached to 
the answers once they have been received from the respondent.  
 
b) The possible benefit of this study to me is that my input may help add to the research 
regarding leadership competencies for the early care and education field. It will also 
produce findings that will be useful to universities, which have early childhood programs 
and may wish to expand or revise their curriculum include research on leadership 
competencies. 
 
c) Any questions I have concerning my participation in this study will be answered at any 
time by Julianne Zvalo-Martyn. She can be reached by email at: xxxxx@xxxxx.xxx. Her 
school and work email is: xxxxx@xxxxx.xxx or Dr. Lisbeth Johnson (Dissertation Chair) 
at xxxxx@xxxxx.xxx.  
 
d) My participation in this research study is voluntary. I may decide to not participate in 
the study and I can withdraw at any time. I can also decide not to answer particular 
questions during the process if I so choose. I understand that I may refuse to participate 
or may withdraw from this study at any time without any negative consequences. Also, 
the Researcher may stop the study at any time.  
 
e) No information that identifies me will be released without my separate consent and 
that all identifiable information will be protected to the limits allowed by law. If the  
study design or the use of the data is to be changed, I will be so informed and my consent 
re-obtained. I understand that if I have any questions, comments, or concerns about the 
study or the informed consent process, I may write or call the Office of the Executive 
Vice Chancellor of Academic Affairs, Brandman University, at 16355 Laguna Canyon 
Road, Irvine, CA 92618, (949) 341-7641.  
 
ACKNOWLEDGEMENT: I acknowledge that I have received a copy of this form and 
the “Research Participant’s Bill of Rights.”  I have read the above and understand it and 
hereby consent to the procedure(s) set forth.  
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__________________________________ Printed Name of Participant  
__________________________________ Signature of Participant  
__________________________________ Email Address  
__________________________________Date  
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Appendix L: Brandman University Research Participant Bill of Rights 
 
BRANDMAN UNIVERSITY INSTITUTIONAL REVIEW BOARD 
Research Participant’s Bill of Rights 
Any person who is requested to consent to participate as a subject in an experiment, or 
who is requested to consent on behalf of another, has the following rights:  
1. To be told what the study is attempting to discover.  
2. To be told what will happen in the study and whether any of the procedures, drugs or 
devices are different from what would be used in standard practice.  
3. To be told about the risks, side effects or discomforts of the things that may happen to 
him/her.  
4. To be told if he/she can expect any benefit from participating and, if so, what the 
benefits might be.  
5. To be told what other choices he/she has and how they may be better or worse than 
being in the study.  
6. To be allowed to ask any questions concerning the study both before agreeing to be 
involved and during the course of the study.  
7. To be told what sort of medical treatment is available if any complications arise.  
8. To refuse to participate at all before or after the study is started without any adverse 
effects.  
9. To receive a copy of the signed and dated consent form.  
10. To be free of pressures when considering whether he/she wishes to agree to be in the 
study.  
If at any time you have questions regarding a research study, you should ask the 
researchers to answer them. You also may contact the Brandman University Institutional 
Review Board, which is concerned with the protection of volunteers in research projects. 
The Brandman University Institutional Review Board may be contacted either by 
telephoning the Office of Academic Affairs at (949) 341-9937 or by writing to the Vice 
Chancellor of Academic Affairs, Brandman University, 16355 Laguna Canyon Road, 
Irvine, CA, 92618.  
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Appendix M: Panelist Qualifications and Experience 
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Appendix N: Coded Themes and Numbers of Submissions 
Theme Number (not 
in order of 
importance) 
Primary, Secondary and Tertiary Themes Total Submissions per item 
1 Adaptive Leadership and Change Management 
 
 Adaptive Leadership 3 
 Change Management 6 
 Systems Change 2 
2 Collaboration and Team Building 
 
 Balance 1 
 Builds Trust with Partners 3 
 Collaborator 8 
 Constructivism 2 
 Convener 6 
 Facilitation skills 13 
 Power Dynamics 1 
 Shared Power 4 
3 Communication and Relationships 
 
 Communication 28 
 Conflict Management 9 
 Listens 15 
 Relationships 15 
 Partnership skills 3 
 Relationships with families 3 
 Social Tact 1 
4 ECE Content Knowledge and Experience 
 
 Child Development and Learning 8 
 Experience 2 
 Knowledge of the field 13 
 Pedagogical Leadership 3 
 Research 9 
5 Focus on Children and Families 6 
6 Inclusivity, Equity, and Openness 
 
 Challenge Inequity 16 
 Cultural Competence, Knowledge, Intelligence 8 
 Openness 15 
 Value Diversity 9 
7 Inspiration and Shared Vision 16 
8 Organizational Leadership 
 
 Administrative and Management Skills 10 
 Board Development 2 
 Data driven 5 
 Decision Making 3 
 Entrepreneurial 2 
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 Ethical and Moral 7 
 Finance 10 
 Marketing 1 
 Perspective 1 
 Problem Detection and Solving 2 
 Professionalism 10 
 Strategic Thinking 7 
 Study of Leadership 2 
 Succession Planning and Leadership 
Development 
2 
 Supportive Workplace 
 
 Adult Learning 3 
 Coaching and Mentoring 5 
 Delegating 5 
 Empower others 6 
 Human centered design thinking 1 
 Reflective Supervision and Strengths Based 4 
 Wellness and Self Care 8 
 Supporting Recovery - Trauma informed 
care 
5 
 Technology 4 
9 Personal Qualities 
 
 Ability to Say No 1 
 Adaptable and Flexible 14 
 Appreciative and Respectful 7 
 Clarity 3 
 Confident 7 
 Courage 4 
 Creative and Innovative 16 
 Curiosity- Lifelong Learner 15 
 Diplomatic 3 
 Empathetic 18 
 Humility 14 
 Humor 10 
 Initiative and Risk Taker 6 
 Optimistic 10 
 Passion, Commitment, Dedication 12 
 Perseverance 21 
 Questioning 2 
 Reflective and Self Aware 16 
 Emotional Intelligence 3 
 Reliability 19 
 Resourceful 5 
 Spiritual Strength 1 
 Thoughtful and Patient 10 
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10 Systems Thinking and Knowledge 
 
 Advocacy, Policy, Politics 
 
 Advocates for field 5 
 Engagement with funders 2 
 Finance and Funding 3 
 Influences and persuades policymakers 12 
 Knowledge of Policy and Legislation 8 
 Policy analysis and implementation 2 
 Big picture 5 
 Cross-sector  1 
 Coordination of early childhood services 1 
 Cross sector skills 4 
 Cross-agency 8 
 Education pathways 1 
 Nontraditional partners 2 
 Goes beyond 1 
 Grasps complexity 2 
 Knowledge of Quality Components 8 
 Systems Impact 6 
 Systems thinking 14 
 
  
 
 
636 
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Appendix O: Round 2 Competencies That Did Not Qualify for Round 3 
 
Rank 
Order 
Competency 
Identifier 
Competency as listed in survey.  Mean Median IQR 
66 20 Social tact: switch gears quickly from working 
with a state department head to a childcare 
infant/toddler teacher 
4.88 5 1.5 
67 54 Reflective supervision: engage in reflective 
conversation to help others discover assumptions 
and guide them to expand their perspectives   
4.88 5 1.75 
68 45 Succession planning: building the future and 
mentoring the next generation 
4.85 5 1.75 
69 75 Resourceful, intelligent, shrewd 4.85 5 0.75 
70 77 Sense of humor, personable 4.85 5 1 
71 56 Wellness and self-care: recognition of the critical 
importance of wellness and work/life balance in 
higher productivity  
4.81 5 2 
72 95 Establish an environment of collective 
appreciation for improvement practices focused on 
reaching well-defined, achievable goals 
4.81 5 1.75 
73 32 Administration: solid understanding of program 
operations and management of facilities  
4.77 5 1.5 
74 92 Education pathways: develop partnerships with K-
12 and higher education in order to meet common 
needs and ensure the pipeline of education. 
4.77 5 1.75 
75 36 Entrepreneurial thinking and mindset 4.73 5 1.75 
76 93 Coordination: coordinate early childhood 
programs and services housed in both public and 
private agencies 
4.73 5 1 
77 57 Ability to say “no” when needed: in a profession 
dominated by women, helpers want to help and 
sometimes become overburdened and burned out  
4.69 4.5 2 
78 38 Finance and budget: understand finance of 
organization; effectively develop and manage a 
budget, including payroll 
4.65 5 1 
79 47 Adult learning: understand adult learning styles 
and theories as they pertain to leadership and 
management of staff in order to promote 
continuous growth 
4.65 5 1 
80 51 Fill gaps: ability to see where gaps in capacity 
exist and make recommendations for filling (e.g. 
PD for staff, gaps in staffing, relationship gaps, 
etc.)  
4.65 5 1 
81 88 Expertise in analyzing, developing and 
implementing policy 
4.65 5 1 
82 33 Board development: grow and engage a strong 
strategic board 
4.58 5 1 
83 11 Balance: between warmness, strength, passion, 
“just the facts,” firmness, emotions, leading, and 
following 
4.54 5 1 
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84 12 Power dynamics: savvy about power dynamics 
when women work with women 
4.54 4.5 1 
85 44 Study of leadership  4.50 5 1 
86 53 Preventative practices (e.g., hold staff accountable) 4.46 4 1 
87 17 Relationships with families: skill in establishing 
and maintaining genuine relationships with 
families regarding their child’s growth and 
development  
4.42 5 2.5 
88 46 Technology: technologically savvy; understand 
impact of technology  
4.42 4 1 
89 22 Experience: hands on experience in early 
childhood education, ideally would have taught 
young children 
4.38 4.5 1.75 
90 10 Understand how mental models impact behavior of 
individuals and organizations 
4.23 4 1 
91 23 Pedagogical leadership: ability to support staff in 
the development and implementation of curricula 
and assessment methodologies  
4.12 4 2 
92 39 Marketing: knowledge of the fundamentals of 
effective marketing, public relations and 
community outreach 
4.12 4 1 
93 52 Human centered design thinking 4.04 4 1.75 
94 55 Recovery and healing support: trauma informed 
leadership knowledge and skills; expertise in 
codependency recovery; establish support groups 
4.00 4 2 
95 96 Expertise in constructivism as a global 
organizational approach for all  
4.00 4 0 
96 78 Spiritual (nonreligious) strength 3.96 4 0.75 
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Appendix P: Complete Round 3 Results 
Name of Competency  
(KS—Knowledge and skills, 
PQ—Personal qualities and dispositions) 
Number of 
panelists who 
chose this 
competency 
(votes) 
Percentage of 
panelists who 
chose this 
competency 
Rank 
order 
Systems thinker (KS) 21 84%   1 
Big picture perspective (KS) 19 76%   2 
Commitment to equity (KS) 17 68%   3 
Knowledge of policy and legislation (KS) 16 64%   4 
Collaboration (KS) 15 60%   5 
Knowledge of the field (KS) 15 60%   5 
Focus on children and families (KS) 15 60%   5 
Vision (KS) 15 60%   5 
Courage (PQ) 15 60%   5 
Perseverance (PQ) 14 56%   6 
Relationships (KS) 13 52%   7 
Data skills (KS) 13 52%   7 
Strategic thinking (KS) 13 52%   7 
Influence and persuasion (KS) 13 52%   7 
Understanding of child development (KS) 11 44%   8 
Cross-sector and networking (KS) 11 44%   8 
Adaptability (PQ) 11 44%   8 
Initiative (PQ) 11 44%   8 
Questioner (PQ) 11 44%   8 
Listening skills (KS) 10 40%   9 
Cultural intelligence and sensitivity (KS) 10 40%   9 
Ethical leadership (KS) 10 40%   9 
Knowledge of Quality (KS) 10 40%   9 
Creativity (PQ) 10 40%   9 
Communication (KS)   9 36% 10 
Inclusiveness (KS)   9 36% 10 
Passion (PQ)   9 36% 10 
Adaptive Leadership: (KS)   8 32% 11 
Systems change skills (KS)   8 32% 11 
Empowerment of others (KS)   8 32% 11 
Willingness to go beyond your org (KS)   8 32% 11 
Finance and funding (KS)   8 32% 11 
Openness (PQ)   8 32% 11 
Change management (KS)   7 28% 12 
Patience and thoughtfulness (PQ)   7 28% 12 
Convening skill (KS)   6 24% 13 
Conflict management (KS)   6 24% 13 
Broadening of partnerships (KS)   6 24% 13 
Urgency (KS)   5 20% 14 
Professionalism (KS)   5 20% 14 
Delegation (KS)   5 20% 14 
Engagement with funders (KS)   5 20% 14 
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Advocacy (KS) 5 20% 14 
Ability to work with other “leaders” who are not team 
players (KS) 
4 16% 15 
Clarity and focus (PQ) 4 16% 15 
Self-awareness (PQ) 4 16% 15 
Coaching and mentoring (KS) 3 12% 16 
Perspective (PQ) 3 12% 16 
Confidence (PQ) 3 12% 16 
Diplomacy (PQ) 3 12% 16 
Optimism (PQ) 3 12% 16 
Reliable (PQ) 3 12% 16 
Facilitation (KS) 2 8% 17 
Create safe spaces (KS) 2 8% 17 
Appreciation for improvement practices (KS) 2 8% 17 
Curiosity (PQ) 2 8% 17 
Decisive (PQ) 2 8% 17 
Team management (KS) 1 4% 18 
Communicate frequently to board and stakeholders (KS) 1 4% 18 
Appreciation and respect (PQ) 1 4% 18 
Empathy (PQ) 1 4% 18 
Humility (PQ) 1 4% 18 
Recovery and healing support: trauma informed 
leadership knowledge and skills 
0 0% 19 
   
 
Total 496   
Mean    8.7   
Median 8   
Range 21   
Standard Deviation    5.1   
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Appendix Q: Comparison of Study Competencies With Theoretical Framework 
 
Collaborative and Inclusive Leadership 
 
Round 2 Competencies (RT) 73% match 
with TF 
Theoretical Framework 
Competencies (TF) 
75% match 
with RT 
Red=Matched Competencies Black=Unmatched competencies 
Facilitation 
Team management 
Create safe AND brave spaces  
Collaboration 
Convener 
Communication 
Communicate frequently to board and 
stakeholders 
Relationship and partnership 
Ability to work with other “leaders” who are 
not team players 
Listening skills 
Conflict management 
Inclusive and Values Diversity 
Open and nonjudgmental 
Cultural intelligence, sensitivity, awareness, 
competence 
Challenges inequity  
 
Has community collaboration skills 
Engages families 
Utilizes shared decision-making skills 
Builds teams 
Utilizes communication strategies and skills 
Has relationship building skills 
Manages and resolves conflict  
Is culturally competent 
Focuses on creating equity 
Faces Privilege 
Is inclusive 
 
 
Inspirational Leadership 
 
Round 2 Competencies (RT) 53% match 
with TF 
Theoretical Framework 
Competencies (TF) 
55% match 
with RT 
Red=Matched Competencies Black=Unmatched competencies 
Inspire others through shared vision 
Adaptability 
Appreciation and respect 
Clarity and focus 
Confidence 
Courage 
Creativity and innovation 
Curiosity and learning 
Diplomacy 
Empathy 
Humility 
Initiative 
Builds a followership 
Motivates and inspires 
Acts as a role model 
Creates a shared vision 
Is adaptable 
Is authentic 
Is confident 
Is creative and innovative 
Is empathetic 
Has humility 
Is intentional 
Is a learner 
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Optimistic 
Passion 
Patient and thoughtful 
Perseverance and resilience  
Questioning 
Reliability 
Self-reflective 
 
Is perseverant and resilient 
Takes risks 
Is self-aware and reflective 
Is transparent 
Is trusting 
Is visible 
Is vulnerable 
Able to apply theoretical 
reconceptualizations of leadership 
 
 
Organizational and Professional Leadership   
 
Round 2 Competencies (RT) 56% match 
with TF 
Theoretical Framework 
Competencies (TF) 
19% match 
with RT 
Red=Matched Competencies Black=Unmatched competencies 
Decisiveness 
Ethical practice 
Professionalism 
Perspective 
Problem solver 
Strategic and critical thinking  
Coaching and mentoring 
Delegation 
Empower others 
 
Meets compliance requirements 
Understands and manages financial resources 
Understands legal issues 
Possesses knowledge and skills in adult supervision and learning 
Possesses coaching and mentoring skills 
Engages in and promotes continuous improvement practices 
Acts ethically  
Develops leadership and implements succession planning 
Has expertise in professional development 
 Practices reflective supervision 
Creates a supportive work environment 
Possesses basic leadership skills 
Possesses marketing skill 
Possesses strategic planning and organizational development skills 
Knows how to operate facilities 
Understands daily operations 
Implements appropriate personnel policies 
Able to develop and maintain policies and procedures 
Keeps records using technology 
Creates and implements technology policies 
Ensures appropriate technology training 
Is professional 
 
 
 
Planning for Optimal Child Outcomes  
   
Round 2 Competencies (RT) 67% match 
with TF 
Theoretical Framework 
Competencies (TF) 
38% match 
with RT 
Red=Matched Competencies Black=Unmatched competencies 
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Understanding of quality  
Focus on children and families 
Sound understanding of child development and 
early learning 
Knowledge of field  
Knowledge of ECE research 
Data driven 
 
Possesses early care and education content knowledge 
Has direct experience in early care and education 
Has knowledge of child development and learning 
Understands early care and education Profession 
Able to guide practitioners in developing curriculum 
Understands and utilizes reflective practice 
Understands child development research and its application to 
practice 
Able to appropriately guide the assessment of children 
Understands and applies appropriate assessment of educators 
Collaborates in program planning 
Understands how to collect, interpret and utilize data  
Able to assess and evaluate programs  
Able to lead program planning 
 
 
 
Systems Thinking and Transformational Change 
 
Round 2 Competencies (RT) 63% match 
with TF 
Theoretical Framework 
Competencies (TF) 
100% match 
with RT 
Red=Matched Competencies Black=Unmatched competencies 
Systems thinker/ Systems impact 
Willing to go beyond immediate needs 
Big picture and vision for future 
Knowledge of policy and legislation 
Finance and funding 
Engage with funders 
Persuade and influence 
Advocate for young children, families and 
practitioners   
Cross-sector knowledge/impact 
Broaden partnerships 
Adaptive leadership 
Manage and influence change 
Systems change 
Urgency 
  
Has and utilizes advocacy skills 
Has and utilizes political skills 
Has public policy and systems knowledge 
and ability 
Builds and maintains cross sector 
partnerships 
Facilitates cross sector understanding and 
learning 
Has ability to think about systems  
Drives transformation 
Facilitates and manages change 
Influences change 
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Appendix R: Literature Synthesis Matrix 
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